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The objectives of this study were to: describe training
and human resource development (T&D/HRD) certificate programs 
in the United States, compare the demographic characteristics 
of certificate programs among academic groupings, and to 
determine the perceived degree of influence of various factors 
on the development of T&D/HRD certificate programs.
A researcher designed questionnaire was administered to 
the population of U. S. institutions offering T&D/HRD 
certificate programs identified by the American Society for 
Training and Development (ASTD) 1990 Academic Directory. An 
84.2% rate of return was received from the respondents in this 
study.
Findings indicated that T&D/HRD certificate programs are 
more likely to be located in communities with an industrial 
base consisting of business services, finance, insurance, 
banking, or manufacturing. Almost two-thirds of the 
institutions offering T&D/HRD certificate programs offer 
graduate credit for program participants. When comparing the 
academic groupings of T&D/HRD certificate programs, more 
programs were found in business departments than in other 
departments.
Most (59.4%) T&D/HRD certificate programs emphasize 
trainer roles and competencies equally. Factor analysis was 
used to determine the perceived influence of 53 factors that 
impact the development of T&D/HRD certificate programs. The
top three factors perceived as having the most influence were: 






U. S. businesses today are facing tough global 
competition. A few decades ago local businesses were 
challenged to compete with the business across town or across 
state. The changes in the world and in international business 
are forcing today's employers, including many locally owned 
and operated businesses, to compete on a global basis. An 
undeniable link exists between training needed for workforce 
skills and the competitive cycle fostered by global 
competition. The economic importance of training is 
increasing. Employers recognize today that getting and 
keeping a competitive edge depends on the training of current 
and future workers to achieve workplace basics (Carnevale, 
Gainer and Meltzer, 1989).
Where will America get this much-needed competitive work 
force? Many groups today, including business people, are 
blaming the educational system for the inadequate preparation 
of its graduates. Business managers have discovered a grim 
truth: You can't teach Jill statistical process control if
she never mastered seventh-grade math or fifth-grade reading 
(Gordon, 1990). Jenkins (1987) reported that many of today's 
high school graduates lack not only basic skills in reading, 
writing, and mathematical computation, but also a positive
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attitude toward work and the appropriate business behavior for 
the workplace. Few have learned to think critically, solve 
problems, set priorities, or make logical decisions. And many 
new graduates from high school are unemployable even in 
minimum wage jobs (Jenkins, 1987). Some writers claim that 
today's high school and college graduates are not prepared for 
the present job market, let alone the advanced economy they 
will face throughout the end of this century (Kiplinger and 
Kiplinger, 1990).
A poorly trained workforce undoubtedly will not be 
sufficient to meet the challenge of competing successfully on 
a global basis (Hannum, 1990). Toffler (1990) writes in 
Powershift that today's workers are placed in a continual 
cycle of learning, unlearning, and relearning to master new 
techniques, adapt to new organizational forms, and come up 
with new ideas. Employment has shifted, according to Toffler
(1990), from a quantitative to a qualitative focus. Because 
the skills and knowledge required in today's workplace are so 
varied and fast-changing, workers cannot be interchanged as 
easily or inexpensively as in the past. Austin Kiplinger
(1991) noted recently a greater emphasis on basic skills 
training for employees by companies of all sizes.
Businesses today must accept the responsibility to help 
build a competitive workforce to survive. As a result of 
substandard entry-level competencies, education and worker 
training are no longer under the exclusive control of schools
and universities. Whether for upgrading current employees or 
preparing entry-level workers, employers have become active 
partners with education in today's learning enterprise 
(Carnevale, et al; 1989). The armed forces, private 
corporations, and other agencies provide a variety of 
innovative educational opportunities. Training is provided in 
various organizations to: (1) equip members with new skills
and knowledge needed in a current or future job, or (2) 
improve existing skills and knowledge.
The importance placed on learning in the workplace is 
evidenced by the financial commitment of corporate America. 
Organizations believe that the interest of the employer and 
the employee can best be served through employer-sponsored 
training programs (Laas, 1989). Employers have increased
spending on formal training from $14.4 billion in 1985 (Feuer, 
1985) to an estimated $45.5 billion in 1990 (Gordon, 1990). 
In addition, the American Society for Training and Development 
(ASTD) has estimated that businesses spend more than $180 
billion annually on informal training (Carnevale and Gainer, 
1989) . Kiplinger (1990) predicts that by the year 2000,
business will invest $80-$100 billion a year in worker 
training, and nearly 10 percent of the workforce will be in 
some sort of job-training program.
The training and development (T&D) of employees has been 
defined by ASTD as one of three primary human resource
development (HRD) areas crucial to the success of any
organization through the 1990s (McLagan and Suhadolnik, 1989). 
ASTD (McLagan and Suhadolnik, 1989) defines human resource 
development as the integrated use of training and development, 
organizational development, and career development to improve 
individual, group, and organizational effectiveness. HRD is 
defined in HRD Models for Practice (McLagan and Suhadolnik, 
1989) by its use of development as a core process. not by the 
person or department involved.
Through training sessions, businesses gradually integrate 
those technical, economic, strategic, and regulatory changes 
that are essential to remain competitive into the workplace. 
This is especially true among the nation's small businesses 
(Carnevale and Gainer, 1989). Companies are being forced to 
recognize that increased productivity comes from investing in 
people, not in technology (Fenner, 1989). Developing human 
potential— human resource development— will be a critical 
success factor for the business of the 1990s and will depend 
largely on employer-based learning systems to deliver an 
improved, more productive work force (Carnevale and Gainer, 
1989) .
What is the background of those responsible for human 
resource development? Currently, there are no standard 
qualifications or educational requirements for the individual 
with training and HRD responsibilities. Many employees with 
experiential backgrounds from education, computer 
applications, or human relations became trainers when they
were called on by their employer to meet a specific need 
within their organization. There are trainers in the field 
today without a college degree, as well as those with advanced 
degrees. Respondents to a 1990 Training magazine survey 
showed that of the trainers surveyed almost one-third hold 
master's degrees (31.8 percent), 20.3 percent have some 
advanced study beyond the bachelor's, 19.6 percent hold 
bachelor's degrees, 21.0 percent have no college degree, and 
only 7.3 percent hold a doctorate degree (Thompson, 1990).
With an increased need for training comes an increased 
need for competent training professionals. More and more 
students are seeking to pursue a career in training, causing 
some programs to limit enrollment (Castner, 1991). According 
to the 1990 ASTD Academic Directory, there are 70 certificate, 
85 bachelor's, 108 master's and 80 doctoral degree programs 
offered in the United States. The growing number of T&D/HRD 
programs are offshoots of various university departments and 
appear to the researcher to be shaped by the preferences of 
the professors who aggressively pursue their implementation. 
Little information exists on the consistency of requirements 
among T&D/HRD programs. Some T&D/HRD programs include 
certification as part of degree requirements. In other 
institutions, separate T&D/HRD certificate programs coexist on 
the same campus with little or no coordination or 
articulation. Departments such as Adult and Continuing
Education and HRD often view themselves as present competitors 
instead of potential partners (Smith, 1989) .
What academic credit options should be included in a 
certificate program? Are T&D/HRD certificate programs 
designed to provide pre-service or continuing professional 
education?
It appears to the author that the T&D/HRD curriculum of 
the '90s needs to be flexible to meet the needs of a 
diversified clientele by offering courses on a noncredit, 
undergraduate, and graduate level. A wide array of "train the 
trainer" seminars are available throughout the country; 
however, many are cost prohibitive, particularly to the small 
business owner. Trainer preparation needs to be made 
available for the individual seeking an undergraduate or 
graduate degree, as well as those not interested in pursuing 
a college degree. The preparation should be made available 
for anyone who needs courses that will facilitate a career in 
training.
An example of the need for flexible programs to prepare 
training professionals is shown in the case of Chevron, Inc. 
Eastern Region Training Center (Lafayette, Louisiana). Most 
of Chevron's trainers have worked their way up through the 
ranks from roustabout, mechanic, gauger, supervisor, etc., to 
become trainers of other offshore personnel in their area of 
expertise. However, only a small percentage of these 
technical trainers hold a college degree.
A degree may not be as practical for some as T&D/HRD 
courses offered in a certificate program. Therefore, a 
certificate program designed to enhance the performance of 
trainers, who are technically competent in their field, such 
as those who may be in companies like the one identified here, 
could service the needs of some training professionals better 
than a degree program.
Training professionals are often unable to obtain the 
preparation or continuing professional education they need 
through universities, and more often courses are particularly 
limited without pursuing a bachelor's or master's degree. 
United States educational institutions already have the 
infrastructures, facilities, teaching experience, and 
educational knowledge to respond to the primary concerns that 
often lead companies to develop their own training (Giber and 
Harkins, 1989) . As institutions seek to strengthen T&D/HRD 
curricula throughout the '90s, the diverse needs of training 
professionals must be addressed.
Statement of the Problem
Institutions considering T&D/HRD curriculum development 
or improvement could benefit from information relative to 
current T&D/HRD certificate program offerings. Although it is 
not essential for all programs to be similarly designed, 
knowing the successes and failures of other programs prevents 
one from having to "reinvent the wheel" for each program. 
However, there is very little research available for T&D/HRD
certificate programs. A profile of a typical certificate 
program or a successful program in T&D/HRD is not available. 
Documented characteristics and experiences of institutions 
with established certificate programs is crucial for the 
future growth and development of T&D/HRD curricula and 
research.
Purpose of the Study
This study was designed to describe training and human 
resource development (T&D/HRD) certificate programs currently 
offered at educational institutions throughout the United 
States and to determine factors which are perceived by T&D/HRD 
certificate program administrators to influence the develop­
ment of certificate programs in training and human resource 
development. For the purpose of this study, a certificate 
program is defined as a T&D/HRD academic program that awards 
certificates of completion to participants who fulfill program 
requirements.
Objectives
Specific objectives of the study were to:
1. Describe institutions offering T&D/HRD certificate 
programs on selected demographic characteristics: size of
community, student enrollment, type of institution, and major 
industry of the area.
2. Describe the following demographic characteristics 
of T&D/HRD certificate programs by academic grouping:
(a) history of program (age of program, revisions 
in program since inception, and emphasis of 
curriculum),
(b) number of full-time and part-time students in 
program,
(c) number of program completers,
(d) number of full time equivalent (FTE) faculty 
teaching T&D/HRD courses,
(e) cost of program,
(f) accrediting agency under which program is 
operating,
(g) academic credit options,
(h) source(s) of financial support,
(i) provisions for recertification,
(j) provisions for continuing education for those
completing program,
(k) site locations where program is offered, and
(1) certificate components.
3. Determine if certificate requirements (core courses 
required, number of credit hours in required core, and 
internship opportunities) are independent of:
(a) student enrollment at institution,
(b) type of institution,
(c) academic grouping of program, and
(d) academic credit options.
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4. Determine the respondents1 perceptions of what 
factors influence the development of a T&D/HRD certificate 
program.
Significance of Study
The professional development of T&D/HRD professionals 
will continue to be a growing concern as the training industry 
expands. This study will contribute to a knowledge base of 
current T&D/HRD certificate programs needed to serve as a 
foundation for future study as this field matures.
Definitions of Terms 
Competencies - Knowledges and skills that enable people to do 
training and HRD work. ASTD groups competencies by the 
following content categories: technical, business,
interpersonal, and intellectual.
Roles - Individual functions that relate specifically to the 
jobs performed by training and HRD practitioners. ASTD 
identifies the following roles: researcher, marketer,
organization change agent, needs analyst, program 
designer, materials developer, instructor/facilitator, 
individual career development advisor, administrator, 
evaluator, and manager.
CHAPTER II 
Review o f R elated L iterature  
introduction
An argument can be made that American society has changed 
dramatically throughout this century. The subsystems of a 
society— social, economic, technological and political—  
function as interdependent rather than independent segments. 
The changes that have occurred within this framework called a 
society have resulted in a volatile workplace and workforce.
According to Seel (1985), education, which has 
historically carried the responsibility of meeting social 
needs, is the gatekeeper in America's changing society. As 
lifelong learning becomes the norm for most adults and an 
inseparable part of most jobs, employers are gaining 
recognition as permanent and integral parts of the education 
process (Galagan, 1987). Learning in school and learning on 
the job are by far the most important factors accounting for 
American economic growth and productivity in this century and 
will determine America's prospects into the next century 
(Carnevale and Gainer, 1989).
Persons considering T&D/HRD curriculum development or 
improvement need to have a basic understanding of the history 
and changing role of training. An awareness is also needed of 
how changes in the workforce and the workplace impact the 
training field and their curricula. This chapter provides a
11
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framework for understanding the role of training and human 
resource development in the United States.
Changing Workplace
ASTD reports there were more than 3000 mergers and 
acquisitions completed in 1985 in U. S. corporations (Galagan, 
1987) . Economic volatility has become commonplace to the 
American public as mergers and acquisitions proliferate, and 
deregulation and competition force companies into new and 
unfamiliar kinds of business (Galagan, 1987).
The globalization of business has caused more and more 
companies to translate their national perspective into a world 
view, and many find that "homegrown" conditions for success do 
not always transplant well. This global work environment has 
increased competition among all businesses. Competitiveness, 
and its cousin, productivity, are trends that will continue to 
increase throughout the '90s. This intense pressure to be 
competitive has caused businesses and government organizations 
to recognize the need to develop workforce skills that support 
motivation and productivity (Galagan, 1987).
The role of corporations and business in American society 
takes on a new meaning in times of economic stress. 
Organizations are restructuring along flatter, leaner lines, 
leaving more work done by teams and staff functions (Galagan, 
1987). Managers today often supervise subordinates who have 
greater and more current technical knowledge than they. 
Consequently, employees cannot be managed in the traditional
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authoritarian, don't-ask-xne-any-questions fashion. 
Challenging assumptions are becoming a part of everyone's job 
(Toffler, 1990). The best workers today are worldly; alert to 
new ideas and fashions, customer preferences, economic and 
political changes; and aware of competitive pressures, 
cultural shifts, and many other things previously regarded as 
pertinent only to managerial elites (Toffler, 1990). 
Competitive pressure on the corporations' leaders is met by 
the force of society's stakeholders who raise issues of 
fairness, justice, equity, and ethics in business (Galagan, 
1987) .
The service industry is growing faster than any other in 
the U. S. and will account for 60 to 65 percent of the 
workforce until the mid-'90s (Galagan, 1987). Most of the 20 
million new jobs created in the '90s will be in service 
industries such as health care, computer operations, 
international trade, accounting, communications, banking, 
insurance, transportation, and engineering. By the end of the 
decade, almost 90 percent of workers will be in services, and 
half of all the service workers will be collecting, analyzing, 
storing, or retrieving information (Kiplinger and Kiplinger, 
1989) .
Organizations are also concerned about the health and 
wellness of employees and evidence can be found in today's 
workplace. These concerns will be viewed as part of company 
strategy to hold down medical costs, and some firms will pay
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cash bonuses to employees who stay healthy (Kiplinger and 
Kiplinger, 1989). The Bureau of National Affairs reports that 
there are at least 10,000 employee assistance programs (EAPs) 
in the U.S. today and that 80 percent of the Fortune 500 have 
EAPs (Galagan, 1987). More employers will offer fitness and 
wellness programs, including company-paid or subsidized annual 
physical exams, prenatal courses, and aerobics, antismoking, 
weight-loss, drug and alcohol-abuse programs throughout the 
next decade (Kiplinger and Kiplinger, 1989).
A final change noted is the location of the workplace. 
By the year 2000, 15 to 20 percent of the workforce will be 
telecommuting which will make possible more flexible workplace 
arrangements such as job sharing, frequent leaves of absence, 
and permanent part-time and leased employees (Fenner, 1989) .
Naisbitt and Aburdene (1990) predict in Megatrends 2000 
that the most exciting breakthroughs of the 21st century will 
occur "not because of technology, but because of an expanding 
concept of what it means to be human." Megatrends 2000 
describes the American workplace today as a voluntary 
organization that has shifted from a management "in order to 
control" to leadership "in order to bring out the best in 
people and to respond quickly to change." The primary 
challenge of leadership for organizations in the 190s is to 
encourage the new, better-educated worker to be more 
entrepreneurial, self-managing, and oriented toward lifelong 
learning.
15
Megatrends 2 000 suggests that the basic individual needs 
identified by Maslow are as valid for societies as for 
individuals. And as America reaches the 21st century, the 
satisfaction of basic needs has stimulated the search for the 
"golden mean" within our society, as exemplified by the 
renaissance in the arts and the revival of spirituality 
(Naisbitt and Aburdene, 1990).
Workplace Basics
ASTD and the U. S. Department of Labor joined forces to 
conduct a two-year study to (a) determine basic workplace 
skills, and to (b) research the organization and strategic 
role of training in delivering those skills. Results of the 
study identified the following seven basic skill groups that 
employers ranked as most important for the workplace 
(Carnevale and Gainer, 1989):
1. The foundation— knowing how to learn;
2. Competence— the 3 R's (reading, writing, and 
computation);
3. Communication skills— listening and oral;
4. Adaptability— creative thinking and problem solving;
5. Personal management— self-esteem, goal setting, 
motivation, and personal/career development;
6. Group effectiveness— interpersonal skills, negotia­
tion, and teamwork; and




The American workforce is going to look different in many 
ways throughout the next decade. The ASTD/DOL study 
referenced above confirmed that the nation is facing a 
startling demographic reality that is not likely to go away 
(Carnevale and Gainer, 1989). The aging of the American 
workforce is identified in many demographic trend analyses.
Every demographer tells us that people over 65 will make up
almost one-third of the workforce by 1990 and that the 
participation rate of women in the workforce will be up to 58 
percent (Galagan, 1987) . There will be a larger share of 
women, blacks, Hispanics and Asians, and a smaller proportion 
of white males in the workforce of tomorrow (Kiplinger and 
Kiplinger, 1989) . The group of 16 to 24 year olds that is
the traditional source of new workers is shrinking, and
employers have to look to the less qualified to get their 
entry-level workforce. In the future, there will likely be 
too few well-educated and trained American workers looking for 
their first job (Galagan, 1987) . The age of the workforce 
throughout the '90s can be accounted for as follows (Kiplinger 
and Kiplinger):
The number of those first time workers ages 16 to 
24 will drop until the mid-'90s, before reversing 
and heading upward through the end of the decade.
The number of 2 5- to 34-year-olds will increase 
through the early '90s, then decline sharply. And
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the number of 55- to 60-year olds will drop off 
through the mid-'90s before increasing rapidly, as 
the oldest Baby Boomers hit that age level soon 
after the turn of the century (p. 166).
According to an ASTD report, these shifts are producing 
pressures previously unknown to "a mostly male, mostly white, 
mostly upwardly mobile workforce" (Galagan, 1987) .
Galagan (1987) reports that America's workforce "is 
becoming simultaneously better educated and more illiterate." 
As the last decade of this century begins, 18 percent of 
workers will have college degrees, while the number of 
functionally illiterate adults has increased to 23 million. 
Of the approximate 15 million 1990 college graduates, only 12 
to 13 million jobs were available that required a college 
education. In addition, an estimated 30 qualified candidates 
will compete for every middle management job available 
throughout the next decade (Fenner, 1989) .
Although immigration is often considered a time bomb that 
will go off in the '90s, the truth is that it will be a 
positive force in our society, not to mention an absolute 
necessity for economic growth. Immigrants will be needed to 
help counter the effects of an aging population, fewer births 
and fewer workers to support each retiree (Kiplinger and 
Kiplinger, 1989) . The U. S. is the only nation that welcomes 
hundreds of thousands of immigrants each year and offers them 
the promise of citizenship, resulting in more immigrants into
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the U. S. since 1985 than all other industrialized nations 
combined. In 1989, 24 percent of the American population was 
made up of minorities, and this percentage is expected to rise 
to about 29 percent by the year 2000 (Kiplinger and Kiplinger,
1989). The increasing presence of immigrants in the workforce 
has created more communication skills and language training 
needs (Galagan, 1987).
Galagan (1987) points out that diversity in the 
population is not restricted to race or gender, but also 
includes a multitude of values regarded as American tradition. 
Among the values cited are the work ethic, expectations, and 
priorities that affect workers' behavior as employees and 
consumers (Galagan, 1987) . As noted in the preceding section, 
there continues to be an increase in the service industry. At 
the same time, however, a work ethic to support a service 
economy is much slower to materialize (Galagan, 1987).
The quality of one's worklife was seldom questioned 
during the early 1900s. Working conditions in the nineteenth 
century seem barbaric today: longer workdays and weeks;
cramped, unsafe factories; marginal wages; and no legal 
protection (Rachman, et al; 1990). Employers seldom had
problems motivating their workers because poverty and
unemployment were so widespread that any job was welcome
(Rachman, et al; 1990). Employees in the U. S. today have 
come to expect and demand change, choice, flexibility,
options, and variety in their jobs (Galagan, 1987). Employees
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today are more demanding and harder to satisfy. Joining this 
hard-to-satisfy workforce will be a core of permanent part- 
time employees. This part-time employment trend is predicted 
to translate into almost 50 percent of the workforce, with a 
substantial 30 percent working at home (Galagan, 1987) . ASTD 
leaders report that many companies are wondering how to 
encourage loyalty and maintain continuity in these new groups 
of workers (Galagan, 1987).
Changing Technology 
Rapid and pervasive change has become a standard in 
today's society. In the office, the 1960s were known as the 
decade of data processing; the 1970s gave us word processing; 
followed by information processing in the 1980s. The '90s 
will be an era of voice processing, with voice mail and 
related technologies coming into their own (Fenner, 1989). 
Over 80 percent of all management throughout the next decade 
will be knowledge and information workers, with the U. S. 
continuing to be the major exporter of information and 
information technology (Kiplinger and Kiplinger, 1989). The 
cycle from development to maturity grows increasingly shorter 
for businesses, products, and jobs and careers (Galagan, 
1987). Companies must train and retrain more quickly than 
ever before. Further, this training is not simply a matter of 
learning to use a new technology, because "one must plan for 
it, make it fit, make it perform in a manner befitting its
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great cost, and when necessary, replace it and begin again" 
(Galagan, 1987).
During the next decade, new jobs will require more 
education due to technology. Once on the job, Fenner (1989) 
predicts that 75 percent of all U. S. employees will have to 
be retrained in order to maintain their jobs. Employees must 
expect constant updating and retraining or their skills will 
become obsolete (Kiplinger and Kiplinger, 1989) . Education 
will become a life-long activity, with employers becoming the 
main education providers (Fenner, 1989).
People hired today will change jobs five to six times 
during their work lives (Williamson, 1989) . Changing jobs has 
created a phenomenon known as "upskilling." Williamson (1989) 
defines "upskilling" as the process of acquiring the skills 
necessary to keep pace with the changing requirements placed 
on a job by conditions such as technical innovations, 
organizational restructuring, or heightened competition. 
These conditions have been realized by some employees in 
overwhelming proportions. According to Williamson (1989), 
approximately 90 percent of all scientific knowledge was 
generated between 1958 and 1988, and this pool of knowledge is 
expected to double again by the year 2 004. He further 
predicts that as many as 30 million current workers will have 
to be retrained before the end of this century.
Advanced technology will mean an increase in professional 
and technical positions; and while the cost of technological
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equipment will decrease, the cost of recruiting, hiring, 
training, and retraining employees will increase. More 
companies will be forced to realize that increased 
productivity comes from investing in people, not in technology 
(Fenner, 1989).
In a speech delivered at Boston University recently, 
American Laureate Saul Bellow stated that the average American 
worker today reading the New York Sunday Times absorbs more 
information than the total accumulated knowledge of a worker 
living 200 years ago (Harkins, 1991). To survive in the U. S. 
today, employees need a continual supply of new skills, 
information and familiarization with new procedures just to do 
the job. At the same time, companies want more than employees 
who just know how to do the job. Organizations need to build 
systems, fueled by learning, so that they can continually 
build upon themselves (Harkins, 1991).
America in the Global '90s presents this perspective of 
changes in the U. S. throughout the next decade (Kiplinger and 
Kiplinger, 1989):
How well America works in the Global '90s will 
depend on our workforce— our people— more than on 
computers and other high-tech tools that will be at 
our disposal. It is educated human beings who 
create the machines that raise productivity, and it 
takes skilled labor to operate these machines 
effectively. That is why education and training
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are so important to our economic performance
(p. 163).
Changing Role of Training & Development
Peter Drucker stated that in the 1940s he could find only 
two companies that had given serious thought to the training 
of managers: Sears Roebuck in America and Marks and Spencer
in England. At that time there were only three universities 
with continuing educational programs for managers (Harkins, 
1991). ASTD was founded in 1944, an outgrowth of wartime 
manufacturing businesses that placed a premium on rapidly 
bringing new industrial workers up to speed on large-scale 
processes and the machines that made things (Schaff, 1991). 
During the last fifty years, training has spread to virtually 
every skill level of American employee, from clerical to 
senior management, including production workers, customer 
service, sales, finance and administrative personnel (Schaff, 
1991).
Today, employees expect to be trained and employers have 
accepted the role of educator, so much so that Seymour 
Lusterman, in a study conducted under a Conference Board grant 
on Education in Industry, refers to corporate education as 
"the shadow educational system" because it is not talked 
about, but is present in practically every corporate 
enterprise (Harkins, 1991). Yet despite the breadth and scope 
of growth in comparison to other countries the American 
training system is hardly a system at all. In a recent
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Training magazine supplement, "Corporate Development in the 
•90s," Schaff (1991) relates the following status of training: 
Today there is less funding available for education 
within companies because of reduced profit margins 
and declining productivity levels. Unlike many of 
our global competitors the U.S. has not committed 
to a national initiative to improve worker 
productivity through education and training support 
of private enterprise. Training is most often 
decentralized, funded at the lowest operation 
levels, and unfocused— i.e., not tied to corporate 
strategy. Fortunately, the "short-run, results- 
oriented, train-for-today" philosophy of American 
corporate education is beginning to change (p. 27). 
Senior managers are looking to do more than just train 
and develop employees (Harkins, 1991). Despite and because of 
gross margins squeezed by forces in a highly competitive 
international marketplace, managers are seeking to create 
"learning cultures" tied to the strategic mission of their 
organizations. Companies want training programs that build 
competitive advantage for today and tomorrow (Harkins, 1991). 
While training is an important element in improving 
productivity, it is by no means a panacea for all the problems 
that organizations face. Training is effective only when the 
problem to be resolved is due to workers' lack of knowledge or 
skills (Hannum, 1990).
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Schaff's (1991) conclusion from Toffler's latest book, 
Powershift. is that those who help the members of the new 
organization "learn, unlearn and relearn" will play a pivotal 
role in the organization's success or failure, even in its 
survival or destruction. Training professionals are the ones 
who stand ready in an ever-changing role to facilitate, 
communicate, motivate and educate to make a difference in 
American society throughout the end of this century and into 
the next (Schaff, 1991).
Three stages of evolution for the training field— where 
training came from, where training is now, and where training 
is going— are given below to promote a better understanding of 
the changing role of training. Schaff (1991) outlined these 
three stages in the evolution of American training and 
development.
History of Training and Development
The following summary is given for the early days of T&D 
describing the imperative, impact, focus, agenda, mission and 
recipients of training (Schaff, 1991).
The original imperative of the production-oriented 
manufacturing economy was to "teach employees how 
to work." Training was very reactive to the 
production line and the mission of training was to 
develop skills and discipline. Training could be 
characterized as having a mechanical focus for 
technical skills. Training was delivered to blue
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collar employees, who were primarily high school 
graduates (p. 7) .
A major thrust of training in the 1970s that gained 
acceptance was organizational development, which combined many 
interlocking components into a workable paradigm. In 
addition, many advances in training throughout the 1970s came 
as a result of improved hardware such as the variable speech 
control tape recorders, standardized video cassettes, 
availability of satellites for training use, and tremendous 
improvements in computers and their availability for training 
(Miller in Craig, 1987).
Behavior modeling became more important in the 1980s, and 
there was a renewed emphasis on career development. The 
affordability, accessibility and compatibility of personal 
computers shaped training in the 1980s. As the century draws 
to a close, the training industry can easily trace its growth 
and development. The issue now is not where it started or 
where it has taken us, but the realization that training has 
played and should continue to play a vital role in responding 
to the needs of American society (Miller in Craig, 1987). 
Training Today
According to Schaff (1991), training's imperative moved 
from "teach them how to work" to center on productivity; in 
essence, "teach them how to work harder" within these 
parameters:
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The mission of training moved to improve values and 
motivation. The shift has been to an internal 
focus within the organization on cultural skills, 
changing the corporate culture to fit "proactive" 
employees. An attempt to upgrade the quantity and 
the quality of the organization's workforce has 
resulted in literacy and interpersonal skill 
training. There has been a balance of training for 
blue collar and white collar workers during this 
stage (p. 6-7).
Status of T&D/HRD. Education and training are critical 
not only to individual opportunity, but to the productivity 
and competitive advantage of employing institutions and whole 
nations (Carnevale and Gainer, 1989). The ASTD/DOL study 
confirmed that both formal education and learning on the job 
is increasing. Employers are increasingly dependent on human 
resources for improvements in efficiency and quality, customer 
service, and the development of new applications for existing 
products and services (Carnevale and Gainer, 1989) .
The principal objective of employer-based training and 
development is to serve the strategic goals of the 
organization through two different kinds of training: formal
coursework and informal on-the-job training. Employers 
currently spend about $30 billion for formal training and 
anywhere from $20 billion to $180 billion for informal 
training. Current average expenditure for formal training is
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about one percent of payroll, but expenditures of two percent 
of payroll are not uncommon (Carnevale and Johnston, 1989) . 
ASTD now pushes for a standard investment of two percent of 
payroll in training and development,* a commitment to a four 
percent funding level is the organization's stated long-term 
goal (Schaff, 1991).
A joint research effort by the U.S. Department of Labor 
and ASTD provided an update on the strategic role and 
organization of training in business. Some of the findings 
published in The Learning Enterprise include (Carnevale and 
Gainer, 1989):
1. Persons in the 2 5-34 age group receive the largest 
proportion (38.75 percent) of formal training 
delivered in U.S. businesses; and those in the 25- 
44 age group account for over half (57.68 percent) 
of the participants being trained in U.S. 
businesses (p. 18).
2. Employers provide 69 percent of formal training 
themselves, leaving 31 percent of training 
delivered by outside providers (p. 18).
3. The relative importance of employer-based training 
increases dramatically with the size of the firm. 
Large employers are more willing to "put the money 
where the mouth is" (p. 19).
4. The number of employees in the 16-24 age group and 
the number of employees with less than twelve years
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of education decreases as the size of the firm 
increases (p. 19, 21).
The nation's educational institutions already have the 
infrastructures, facilities, teaching experience, and 
educational knowledge to respond to the primary concerns that 
often lead managers to develop their own training (Giber and 
Harkins, 1991). Colleges could provide businesses with
education that is need specific, efficiently delivered, and 
relevant to specific concerns of organizations (Giber and 
Harkins, 1989) . More than 1000 colleges and universities have 
begun responding to the corporate-education problem by 
offering training and education programs directed at the
corporate market (Giber and Harkins, 1991).
Linkages between employers, education and government. 
The conclusions and recommendations from the ASTD/DOL study 
linked together concerns for employers, education and 
government. There were three principal conclusions specific 
to employer-based training and development as it exists today 
in the United States (Carnevale and Gainer, 1989):
1. T&D is critically important to individual 
opportunity and the competitiveness of the 
employers;
2. There is not enough training going on; and
3. There is an uneven distribution of T&D among the
American population (p. 48).
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Some of the recommendations that came out of the ASTD/DOL 
study include to (Carnevale and Gainer, 1989):
1. Increase the amount of money spent on T&D;
2. Integrate HRD structures into organizational
culture and structure; and
3. Insist on mutual accountability between schools and 
employers.
4. Develop a new secondary curriculum that integrates 
solid academic basics and applied learning, 
preferably in work settings.
5. Prepare the dislocated and disadvantaged for jobs 
with a future, combining a mix of family support, 
basic education and job training. The programs 
should be built on the idea that the best social
welfare agency is a family, the best educator is
experience, and the best trainer is a job.
Dislocation is here to stay and practical necessity 
and compassion mandate the need for policies to 
address the immediate problem of job dislocation.
6. Update policies that improve access to training for 
adult Americans. Some suggestions include 
government loans, employer incentives, increased 
government support of Research and Development, and 
grants to employers (p. 48-52).
The bottom line reported in this study is that an 
increased partnership is essential between employers,
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education and government for maintaining a competitive 
workforce. The ASTD/DOL study was a very thorough study that 
combined perspectives from the employer, education, and 
government. Too often studies become so focused on one issue 
that the result is "tunnel vision." A solid knowledge base, 
such as the one provided by this study, is fundamental for 
further research in T&D/HRD.
Findings from a study at The University of Toledo to 
determine why selected business/industrial enterprises were 
conducting their own employee education and training programs 
for HRD showed local corporations perceived the interest of 
their company and its employees could best be served by 
employer-based training systems. Further indications were 
that an improved understanding between academe and 
corporations is needed because an educational relationship, 
instead of a business relationship, was found to exist between 
academe and the local corporations studied. Effective 
linkages between business and education will only occur when 
each recognizes and understands the benefits and contributions 
made by the other. This understanding is essential for a 
melding to occur that will lead to full cooperation and the 
resultant synergistic educational program for corporate human 
resource development (Laas, 1989).
Trends. In 1987, ASTD leaders picked and prioritized 
fourteen trends expected to have the most impact on doing 
business in the U. S. in the '90s, and by extension on
training and development (Galagan, 1987). Among the trends 
reported were those drawn from economic, demographic and 
sociological indicators (Galagan, 1987):
1 . competitiveness,
2. rapid change,
3. globalization of business,




8. increased investment in human capital,
9. workforce quality mixed,
10. growth of the service industry,
11. health and wellness,
12 . role of business in society,
13 . small, self-contained work groups, and
14 . quality of worklife.
These trends represent the environment in which training 
and development skills will be practiced. They mandate that 
training and development professionals step outside familiar 
boundaries to take the broadest possible perspective of 
today's work world. Upheaval, unfamiliarity, change, growth, 
and new demands can all present positive opportunities for the 
person equipped to train and develop others to adapt to new 
situations (Galagan, 1987).
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Training a diverse workforce. American business is 
turning into a proving ground for new ways of working 
together. Some people call it managing diversity, while 
others call it the most significant learning challenge of the 
decade. Diversity refers to much more than skin color and 
gender, encompassing age, race, religious affiliation, 
economic class, military experience, and sexual orientation 
(Galagan, 1991).
Ruben Simental, acting manager of management development 
for Pacific Bell in California, says that for his organization 
diversity means valuing the individual and gaining the 
greatest potential from each person. So far, only a few U. S. 
companies seem attracted to the visionary potential of 
multiculturalism. Most take on diversity for more concrete 
reasons: to cope with demographics, to meet legal
requirements, and to be good corporate citizens. Galagan 
(1991) maintains that while these are not bad reasons, they 
are not business reasons:
You can't deal with the challenge of managing 
diversity unless you're clear it's a business 
issue, because when you relax the assimilation 
assumption you begin to talk about corporations 
changing. And corporation's are only going to 
change if it's clear that it's a business issue 
(p. 43).
Digital Equipment Corporation has been preparing for the 
changing workforce since 1972 when it founded its Springfield, 
Massachusetts, plant as a new and different way of dealing 
effectively with the inclusion and use of people of 
differences at all position levels (Walker, 1991). The 
Springfield plant developed a model to help people think 
through their assumptions and beliefs about all kinds of 
differences— individual, cultural, geographical, and 
organizational. The model is to be used to build "empowered" 
work relationships, and is based on the following principles 
(Walker, 1991):
1. People work best when they feel valued.
2. People feel most valued when they believe their 
individual and group differences have been taken 
into account.
3. The ability to learn from people regarded as 
different is the key to becoming fully empowered.
4. When people feel valued and empowered, they are 
able to build relationships in which they work 
together interdependently and synergistically 
(p. 41).
Ford learned an important lesson from its efforts to 
restore during the 1980s in the company's need to approach 
diversity from many directions (Savoie, 1991). As a result, 
Ford's diversity efforts concentrated on these areas (Savoie, 
1991):
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1. Creating and refining internal personnel structures 
and systems that will help ensure fair and equal 
treatment;
2. Educating its employees to understand and 
appreciate diversity;
3. Working with the community to promote appreciation 
for diversity in a society (p. 40).
Ford work to achieve these goals by using these training 
programs (Savoie, 1991):
1. "Managing Personal Diversity," a three-day program 
for managers and supervisors;
2. "Valuing Diversity," a three-part film/video series 
which deals with cultural diversity in the 
workplace and the special values associated with 
the cultures of Hispanics, American Indians, 
Asians, and blacks; and
3. "We Are a Team," a formal teambuilding program 
which focuses on the power inherent in the 
diversity of people and stresses the value of 
teamwork as a means of capitalizing on that 
strength at all organizational levels (p. 40).
According to Carnevale, head of ASTD's Institute for 
Workplace Learning, diversity matters to organizations because 
new competitive standards are changing the way work is done. 
"These changes will be more important than demographics in the 
long run because success will depend more on the ability of
35
people to work in teams and to communicate with people who are 
different" (Galagan, 1991).
Training in the Future
Where are we going next? The trend for the future is to 
"teach them to work smarter not harder." Schaff (1991) has 
this to say about this phase of the evolution of training: 
Training may reasonably expect a seat at the head 
table for strategic planning, its activities 
working to integrate an organization's collective 
knowledge and skills to attract and retain 
customers who expect both better service and better 
quality from the business with which they choose to 
do business. College graduates will be the primary 
recipients of training. The mission will be to 
enhance service and quality. We have reached the 
point where a bachelor's degree serves merely as an 
entry-level passport into the organization. Access 
to information is no longer an issue. Effective, 
timely, even intuitive management of information 
has become the key to both progress and profits. 
Change is constant. Conflict is evidence of 
creativity, placidity a sign of the corporate 
doldrums (p. 7).
Trends in the workplace, workforce, training technology, 
and educational theory all point to a time of continuing and 
accelerating change in the field of training. Meeting these
36
changes will be an enormous challenge; one that will require 
a commensurate change on the part of the entire organization 
in terms of training philosophy, delivery systems, and methods 
(Hannum, 1990) . In his book, Thriving on Chaos. Peters
(1987) gives us the following attributes that will mark
successful training programs for the future:
1. Extensive entry-level training that focuses on
exactly the skills in which you wish to be
distinctive.
2. All employees are treated as potential career
employees.
3. Regular retraining is required.
4. Both time and money are generously expended. You 
can't overspend on training.
5. On-the-job training counts too.
6. There are no limits to the skills that can
profitably be taught to everyone. Motorola, in a 
quest for quality improvement, learned that over 
time almost everyone can absorb well-conceived 
courses in complex problem analysis and statistical 
process control.
7. Training is used to herald a commitment to a new 
strategic thrust.
8. Training is emphasized at a time of crisis.
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9. All training is line-driven. The training 
department person is the pedagogy expert, but not 
the content leader.
10. Training is used to teach the organization's vision 
and values (p. 391-394).
Employee work stations will also be their learning 
station in the future, and the learning station will be the 
prime delivery site for all training when it is appropriate. 
Work-learning stations have obvious potential for delivery of 
an assortment of sophisticated learning strategies, which can 
also include a wide range of supporting resources (Reynolds, 
1991).
A project entitled Training 2000 was conducted by Hannum, 
a management consultant, and the Internal Revenue Service 
(IRS) to construct a strategic plan for training in the IRS 
for the year 2000. The results of the study were published by 
ASTD in The Application of Emerging Training Technology where 
trends that affect the workplace and workforce are examined 
(Hannum, 1990).
As a nation, we face strong industrial competition that 
has taken many jobs and whole industries from us. To compete 
successfully will require a highly skilled and knowledgeable 
workforce, as jobs become more complex (Hannum, 1990). Most 
of the workers who will make up the workforce in the year 2000 
are on the job today (Kiplinger and Kiplinger, 1989). The 
people who will enter the workforce during through the '90s
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will come from more diverse backgrounds than current workers 
and, unfortunately, will be ill-prepared by public schools 
(Hannum, 1990).
Against this backdrop, there is little doubt that 
organizations must mount a serious effort to retrain the 
current workforce as well as provide initial training for new 
workers (Hannum, 1990). Increased pressures will be on the 
training enterprise to meet this need. Several options exist 
to confront this dilemma.
One option is continual expansion and enlargement of 
traditional training. However, the idea of sending more 
workers off to more classes taught by more lecturers for more 
days, and dollars, is not acceptable. This will be a popular 
option, but, unfortunately, this is a poor option. 
Traditional training approaches are too uneven in preparing 
workers for their jobs, too expensive in producing learning 
gains and too inconvenient in the structure they require 
(Hannum, 1990).
A second option is to transform training through the use 
of technology in the design and delivery of training. This 
option for training will result in greater learning gains, 
more consistent and acceptable job performance, enhanced cost- 
effectiveness and more flexibility regarding the time and 
location of training delivery (Hannum, 1990). Workstations in 
the past were technically inadequate for instructional 
demands, but technology finally caught up with training's
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needs (Reynolds, 1991). The computer, video and
communications technologies needed to accomplish this is 
currently available, and they provide an amazingly rich array 
of devices that can be used in training applications (Hannum,
1990).
People are beginning to realize, however, that expansion 
of traditional training with its associated high costs and 
variable results will not be adequate to meet future training 
needs. When compared with other forms of training, the 
results of traditional training are inconsistent, with the 
level of learning varying widely from trainee to trainee. The 
traditional approach to training is also rather costly when 
the total costs of training are calculated (Hannum, 1990).
Instructional systems design will be increasingly 
important. There is no magic in the electronic circuitry that 
can improve poorly designed training. The advantage of using 
computer, video and communications hardware in training is in 
the training methodologies they will support. Simply 
repackaging older training material into a newer technology 
will not improve training. American companies are demanding 
faster, better results from training dollars, and they want 
those results today. Accelerating the learning process is 
possible when training programs are designed by experts who 
understand how to break a job down into tasks, functions, 
skills and competencies (Harkins, 1991).
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Hannum (1990) combines the application of training 
technology with what we know about learning below:
We should ask, "What can be done with this 
technology to facilitate training?" To answer 
this question, we must explore what is known 
about how people learn in general. We must 
then determine what methodologies enhance the 
learning of the specific skill or knowledge to 
be taught. Finally, this information must be 
juxtaposed over the capabilities of the 
various technologies to create effective 
training applications. These particular 
technologies are more responsive to the 
individual needs of the learner. The heavy 
emphasis on lock-step classroom training can, 
and should, be greatly modified to allow for 
the delivery of training to individuals 
according to their work assignments, the 
instructional content, the instructional 
strategies, and local technical needs (p. 63) .
Training in the future means building "learning 
organizations." "Learning disabilities are tragic in 
children, but they are fatal in organizations. Because of 
them, few corporations live even half as long as a person—  
most die before they reach the age of forty." The successful 
organizations of the future will be those that defy the odds,
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that overcome learning disabilities to clearly understand 
threats and recognize new opportunities. The future "learning 
organization" is not only a vital source of competitive 
advantage, it also offers a marvelously empowering approach to 
work (Senge, 1990).
The Training Professional
Employer-based training is not lacking in importance, 
size, or scope, but it lacks cohesiveness and presence and is 
largely invisible. This "shadow education system" is delivered 
by no single institution, is the subject of no law or policy, 
and functions quietly and efficiently, growing invisibly, a 
silent postscript to the employee's formal education 
(Carnevale and Gainer, 1989). Most people involved in 
employer-based training do not recognize that they are part of 
a training system, but see themselves as managers, engineers, 
marketers, chemists, or sales managers. They tend to be 
rewarded and recognized by their peers on the basis of their 
professional expertise, rather than their ability to train and 
develop employees (Carnevale and Gainer, 1989).
Although the initial empirical work defining the field of 
HRD dates back to 1967 (Chalofsky, 1989) , trainers lack a 
unified understanding of who they are and what they do 
(Regalbuto, 1991). A review of research relating to the role 
of the HRD specialist indicates that HRD practitioners must be 
specialists in human relations skills and attitudes, should be 
skilled in the area of adult education and adult learning
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principles, and must be able to act as consultants to line 
supervisors and managers (Geering, 1985). The common mission 
of training professionals is to manage, improve, or enhance 
performance in the workplace; yet practitioners cannot agree 
on what to call themselves (Regalbuto, 1991).
"The lack of agreed-upon, pre-service training curricula 
and standards of professional practice precludes the formal 
designation of HRD practitioners as professionals" (Lapides, 
1991) . Furthermore, the lack of a clearly-defined profession 
impedes the development of career paths in the profession. 
Stump (1990) reviewed a number of studies and participated in 
discussion of careers in HRD and can offer the following as 
conclusions widely shared by HRD practitioners and 
researchers:
1. Chances are better that 50/50 that an HRD 
professional comes to think about a career in HRD 
guite by chance.
2. Academic/degree programs in HRD are still fairly 
new. Many more programs exist today than a decade 
ago, and the numbers are increasing.
3. Because HRD is still evolving, the prospective 
professional does not have the same amount of 
knowledge about the field available that he/she 
might have in such fields as medicine, law, or 
science.
4. Communicating the depth and breadth of opportunity 
in HRD is difficult because of the wide variety of 
opportunities and roles people play.
5. HRD careers involve the practitioner in designing 
and managing the process by which organizations 
will improve or progress, as much, if not more than 
in the recommendation of specific solutions to 
problems.
6. Essential ingredients also include business savvy, 
experience in corporate America, skills in 
identifying and solving problems, understanding 
what motivates adults and how they learn, 
understanding the process of change, and the 
ability to draw implications from probable futures 
(p. 48).
The criticism of summaries such as the one above is that 
it is a summary of what practitioners say is needed to be a 
competent HRD professional (Watkins and Willis, 1991). The 
emphasis on training-related competencies found in these 
studies may be a reflection of the ASTD research sample 
instead of a sample drawn from the memberships of the American 
Association of Adult and Continuing Education, the National 
Society for Performance and Instruction, the American 
Psychological Association's Division of Industrial and 
Organizational Psychology, the Organizational Development 
Network, and so forth. For HRD to have an impact in a
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changing economy, it needs to be a well-defined profession 
(Watkins and Willis, 1991).
A chronology of competency studies that relate to and 
have contributed to the HRD field can be found in The Academic 
Guide for Models for HRD Practice. ASTD has funded and 
published five studies (1959, 1974, 1978, 1983, and 1989)
relating to the competencies of practitioners (Henschke, 
1991). In addition, the related studies conducted by 
representatives from training, adult education, vocational 
education, personnel administration, and many national 
organizations demonstrates the diverse scope and background of 
HRD.
The most recent ASTD study, Models for HRD Practice 
(McLagan and Suhadolnik, 1989) was an attempt to delineate and 
illuminate a unique body of knowledge that HRD can call its 
own. The study was an attempt to describe the phenomena that 
lie within the parameters of a field and then to use this 
description as a basis for future research and practice. The 
major limitation of the study is that responses consisted of 
what experts think about the field and what they and others 
perceive they do rather than the actual tasks they perform, a 
criticism common to descriptive research based on self- 
descriptive data collected from research studies. However, it 
is a framework for future research that provides a description 
of the roles and competencies of HRD practitioners as viewed 
by experts in the field (Brooks and Courtney, 1990).
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Models for HRD Practice (McLagan and Suhadolnik, 1989) is 
the result of a research effort designed to:
1. Produce a model for HRD practice in the '90s that 
is future-focused, describes the work and 
competency requirements for practitioners in 
different roles, and defines standards or quality 
requirements for HRD work.
2. Build and expand on the ASTD's 1983 study, Models 
for Excellence.
3. Integrate information from a variety of sources, 
relying primarily on role experts for the 
identified HRD roles.
The "human resource development wheel" was developed as 
a result of this study which defines HRD as "the integrated 
use of training and development, organization development, and 
career development to improve individual, group, and 
organizational effectiveness." Training and development, 
organization development and career development all use 
development as their primary process (McLagan and Suhadolnik, 
1989).
Competencies needed by practitioners were identified and 
classified into the following four categories: technical,
business, interpersonal, and intellectual. Technical
competencies are functional knowledge and skills. Business 
competencies include a strong management, economics, or 
administration base. The foundation of the interpersonal
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competencies is communication. Intellectual competencies are 
defined as the knowledge and skills related to thinking and 
processing of information (McLagan and Suhadolnik, 1989).
The results of the study identified 74 key work
dimensions for the entire HRD field. These "outputs," the 
products, services, or information that are the core of HRD, 
are represented by the following roles: administrator,
evaluator, manager, materials developer, individual career 
development advisor, instructor or facilitator, marketer, 
needs analyst, organization change agent, program designer, 
and researcher. These roles were intended to enhance 
understanding of the field and not intended to dictate job 
content or constrain HRD organization design.
This research study provided standards and a common
language for T&D/HRD. The findings reported in ASTD's Models 
for HRD Practice are suggested for use by T&D/HRD
practitioners, managers, and academicians.
Adult Education and T&D/HRD 
Understanding adults and how they learn is a basic 
principle in HRD and adult education, yet the two fields are 
separate. Both are in the business of advancing the skills, 
increasing the knowledge, and improving the behavior of 
adults. Practitioners in each field, HRD and adult education, 
continue to view their professions as separate disciplines 
built on different bodies of knowledge, approaches, and
methodologies (Gilley, 1987). This has prevented an open
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exchange of ideas and information that would be mutually 
beneficial.
One possible barrier to developing a knowledge base for 
HRD practice is that practitioners do not yet see themselves 
as part of any single field (Watkins and Willis, 1991). 
According to Chalofsky (1989), HRD has matured into a field 
that now has the basis for a solid body of knowledge, a 
conceptual framework, and visibility within the world of work. 
HRD needs to be approached now as a field of study, not just 
a field of practice (Chalofsky, 1989). There is controversy 
that divides professors of adult education and HRD on several 
issues (Watkins, Cameron, and Marsick, 1986). "Performance 
technologists, organization developers, career development 
specialists, and adult educators attend separate conferences 
and have separate journals" (Watkins and Willis, 1991).
Educators readily accept that the adult learner differs 
from a child learner, and a clear distinction is made in the 
professional preparation of adult educators and child 
educators. The debate now is whether a distinction should be 
made between those who train, educate or develop adults in the 
workplace. Three main issues that divide some professors of 
adult education and HRD, according to Watkins, Cameron, and 
Marsick (1986), are:
1. Transfer. It is not so much that both groups 
disagree on the need for adult learning to be 
relevant and problem-focused, but rather that the
emphasis in HRD on training for job-related skills, 
training which is employer-specific and employer- 
mandated, may lead to learning that is more limited 
than generic, more rote or routine than 
tranformative, and more prescriptive than 
critically reflective.
Turf. Turfdom is not a new issue in education. 
Disciplines on university campuses compete for 
students. HRD is admittedly an interdisciplinary 
field, yet’ academic departments are unable or 
unwilling to work together. This issue extends to 
certification as well, turf battles over who will 
determine the requisite standards or competencies. 
Theory. Some believe that adult education is 
theory, while HRD is practice. A synthesis of 
these perspectives is greatly needed. There are 
two strands of theory that undergird the field of 
HRD: adult learning and change theory. It will
take a blend of theory from many disciplines to 
prepare students to respond to the HRD problems of 
the future, requiring all of the theoretical 
resources available to produce the new knowledge 
that HRD requires to persist (p. 24-26).
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Academic Preparation of Trainers
Very few pre-service HRD academic programs could be found 
in the early 70s, although there were post-bachelors academic 
programs that provided graduate degrees in adult education, 
instructional psychology, or vocational education. Less than 
ten notable institutions were offering academic work in HRD 
(Lapides, 1991). Today, there are more than 3 00 programs in 
the U. S. which have HRD as their primary focus (Dixon and 
Henkelmen, 1991).
Pre-service education for training professionals at 
institutions of higher education is a relatively new concept. 
Because such preparation is generally new to HRD, many 
employers remain skeptical of potential employees who come 
armed with a degree but no related experience (Chalofsky, 
1989). Pre-service education with its time constraints and 
theory orientation can do little more than structure a skill- 
based foundation upon which to build continuing education 
(Lapides, 1991). "Until hiring organizations recognize and 
demand a HRD certificate or an advanced degree, employers will 
not see such programs as valid entry points into the field" 
(Chalofsky, 1989). A general lack of consistency exists among 
HRD academic programs. There is no core curriculum to which 
all programs adhere. HRD programs are based within a variety 
of academic departments at each university, and each program 
typically reflects the core curriculum of its department of 
origin (Chalofsky, 1989). The result of not having standard
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HRD competencies accepted by institutions is that prospective 
employers cannot be assured of the candidate's preparation 
(Chalofsky, 1989).
In The Academic Guide to Models for HRD Practice. Dixon 
and Henkelman (1991) gives this description of current 
academic programs:
Even within a single discipline, HRD programs vary 
greatly. For example, within education, HRD 
programs can be found in departments of adult 
education, vocational-technical education, 
curriculum and instruction, and educational 
leadership, just to name a few. There is a 
tendency for HRD programs to take on the academic 
focus of the department in which they reside.
Thus, there are HRD programs which primarily 
prepare entry level trainers, and others which 
prepare generalists and thus, encompass all three 
development areas of HRD: training and
development, organization development, and career 
development. Other variations emphasize
instructional systems design or management 
development. Some programs consider HRD as a 
subspecialty of some other field entirely such as 
adult education or personnel (p. 1).
There is a great diversity among HRD-related 
academic/degree programs. Differences occur with respect to
subject-matter emphasis, level of degree conferred, and number 
of elective courses accorded to students. Students also vary 
with respect to age, self-directedness, and HRD work 
experience. Furthermore, substantial differences exist among 
universities as to their size, educational philosophy, 
financial resources, and advising structures (Ehrlich, 1991). 
Since many of the students in academic programs are already 
practicing professionals who return for credentials to prepare 
for advancement, or to gain the theoretical underpinnings for 
their current practice, HRD professors are often faced with 
conflicts between the needs of mature learners and the 
requirements of the university (Dixon and Henkelman, 1990). 
To further complicate things, academic programs tend to 
encourage generalized skills and professionalization while HRD 
practice tends to encourage specialization at junior levels 
and generalization at senior levels, driving the field of 
practice and study even farther apart (Watkins and Willis,
1991).
An ASTD network, the HRD Professors Network (PROFNET) was 
formed in 1979 comprised of academicians from across the 
country with an interest in the academic preparation of HRD 
professionals. The group works to provide support and 
encouragement to its members and assumes the following mission 
(Dixon and Henkelman, 1991):
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1. To provide support and enhancement of academic
programs in HRD through the professional
development of professors of HRD.
2. To provide a support network for professors of HRD.
3. To provide leadership for the field in terms of the
definition and scope of HRD (p. 2).
In keeping with their mission, the HRD Professors Network 
produced The Academic Guide to Models for HRD Practice to 
provide a guide for academicians initiating HRD programs in 
their institutions or revising and updating programs (Dixon 
and Henkelman, 1990).
Professional Development of Training Professionals
The increase in the number of academic institutions that 
offer HRD pre-service programs and the maturation of practice 
are moving the HRD field closer to full professionalism. 
Higher education academic institutions today, are the sole 
providers of a practice credential or a degree that assures 
predictability in terms of a known curriculum with minimum 
standards for knowledge, skills, and abilities. The mark of 
a professional is involvement in continuing professional 
education, and the preferred continuing professional education 
of HRD practitioners are the monthly ASTD meetings, yearly 
regional and national conferences, and the reading of trade 
journals. To date, there is no mandatory requirement of 
continuing education and no formal way to certify the
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continuing professional activities of HRD practitioners 
(Lapides, 1991).
The term "professional certification" means different 
things to different people. The term has been used to 
describe a process of separating practitioners who are 
competent— individuals who are capable and qualified to 
perform the duties and tasks of their respective roles— from 
those who are not (Gilley, 1987). Galbraith and Gilley (1986) 
define professional certification as "a voluntary process by 
which a professional association or organization measures the 
competencies of individual practitioners."
Professional certification should not be confused with 
accreditation or licensure. Accreditation is similar to
certification since it is also a voluntary process, but there 
are distinct differences between accreditation and
certification (Galbraith and Gilley, 1986). The accrediting 
agency grants recognition to the program or institution in the 
accreditation process, and the individual is recognized for 
competence with professional certification (Gilley and 
Eggland, 1989) . Licensure is a mandatory process by which the 
government allows individuals to practice in designated 
professions, thereby protecting the public from incompetent 
practitioners (Gilley, 1987).
The benefit of professional certification is not the 
"privilege" of hanging a piece of paper on the wall, or to 
establish some token designation associated with a profession.
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Certification forces practitioners to increase their knowledge 
and ability in their vocation. Secondary purposes include (a) 
avoiding external regulations, (b) enhancing the prestige of 
a given field, (c) stabilizing individual job security, (d) 
increasing the influence of societies and associations of the 
profession, (e) protecting the public, clients, and employers, 
and (f) improving academic progress (Gilley, 1986).
Professional certification is used in a variety of 
occupational disciplines in the process of professionalization 
(development of a profession) because it focuses attention on 
the competencies that constitute an occupation (Gilley and 
Eggland, 1989) . Some believe that the training field has 
matured enough to pursue professional certification for 
practitioners (Gilley and Eggland, 1989). However, there are 
issues confronting the professional certification process 
which include, but are not limited to (Galbraith and Gilley,
1986):
1. The type of administrative approach selected to 
guide the program;
2. Competency identification for practitioners;
3. Criteria for evaluation;
4. Grandfathering;
5. Legal issues relating to membership;





Gilley (1985) conducted a study to collect data about the 
procedures established and issues addressed by professional 
associations in the development of professional certification 
programs. The study also sought to identify or prioritize the 
criteria for professional practice required by certifying 
boards in order to assist professional associations in the 
consideration of and development of certification programs.
The findings indicated that several common issues were 
addressed and that similar qualification criteria were used to 
evaluate applicants for certification in a variety of 
associations (Gilley, 1985). His study indicated that the 
process of developing a certification program consisted of 
three stages: (1) introduction, (2) committee, and (3)
implementation. The associations were also asked to identify 
and prioritize criteria for certification. The rank order of 
criteria for first, second and third was "professional 
experience,1 the "successful completion of a written 
examination," and the "successful completion of a program of 
study or desired number of years of education," respectively 
(Gilley, 1985).
Gilley's (1985) study provided a framework for the 
development of professional associations. Atchison (1987) 
conducted a study relating specifically to the certification 
of training professionals. The study was designed to
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determine whether companies: (l) had experienced common
problems for which certification might be a solution; (2) 
viewed certification as an effective solution to their 
problems; and (3) would behave differently or benefit if a 
pool of certified professionals were available (Atchison,
1987) . The purpose of the study was to collect descriptive 
data that could be used in decision making by training/HRD 
associations. A random sample of 100 Fortune 500 companies 
was used for the study, with a 59 percent response rate.
Atchison's study indicated three broad problems for which 
certification was judged a reasonable solution: (1) the
improvement of academic programs, (2) the assurance of 
professional competence, and (3) the enhancement of the 
field's prestige. A significant number of respondents 
indicated certification would benefit their organization and 
thought that their organization would offer incentives to 
encourage staff to seek certification. Further indications 
were that those experiencing problems in the past two years 
were about twice as likely to view certification as a viable 
solution to the problems experienced than were those who had 
not. A sizable proportion of respondents believed that 
certification would provide motivation to encourage a 
commitment to high standards and self-development among 
training professionals, which would result in increased 
prestige and effectiveness.
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According to Lapides (1991), as more HRD practitioners 
complete formal academic programs to enter the field, 
continuing professional education increases in the importance 
of professional preparation. The leadership for
implementation of these programs must come from academic 
institutions. Academic institutions and professional
societies are in the best position to provide the continuing 
professional education that will enhance the HRD profession. 
Continued professional education of trainers should be 
responsive to environmental needs and not be viewed as 
remedial.
The researcher does not assume that professional 
certification and certificate programs are synonymous. 
However, a certificate program in T&D/HRD can be one vehicle 
made available to provide students with the skills and 
knowledge necessary to become entry-level trainers.
Certificate programs can also provide professional development 
for training professionals who climbed (or fell) into their 
positions without the benefit of formal education. 
Furthermore, advancement in many organizations is contingent 
on appropriate academic preparation (Lapides, 1991).
A trainer's certificate program was designed at Florida 
International University in response to the need of business 
and industry in South Florida for skilled trainers with a high 
degree of professionalism. The master's program, which for
many individuals is too time consuming, expensive, and
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impractical, and which may have stringent prerequisite 
academic requirements, was passed over for creation of the 
certificate program. The two-semester program met the 
school's academic requirements so that participants could 
convert credits to a master's level credit program in the 
College of Education or to independent study for personnel 
majors in the College of Business Administration (Castner and 
Jordan, 1989). The program worked cooperatively with the 
local ASTD chapter and was designed to be practical enough so 
that trainers could use something from each session almost 
immediately in the job setting. The new credential is 
recognized by the community as an indication that the graduate 
has met the standards of training professionalism and is cited 
in advertisements for trainers as a prerequisite for 
employment (Castner and Jordan, 1989).
Conclusion
A society has been defined as an integrated system of 
various subsystems: social, economic, technological and
political. It is important for persons contemplating T&D/HRD 
curriculum development or improvement to understand the 
history of the field and the factors which impact the T&D/HRD 
curriculum. Conceptual skills are indispensable for T&D/HRD 
program directors. HRD professionals must strive for a 
consistent framework for conceptualizing their field (Gradous, 
1989). This framework must identify links to all business and 
human resource management, including strategic planning,
organizational design, staffing, performance management, 
rewards options, succession planning, and career development 
(Gradous, 1989). There is a complex and volatile set of 
interrelated parts that must be understood in relation to the 
whole. Unfortunately, the "whole" is often viewed as a flat 
surface, divided into parts, instead of a sphere that 
encompasses many realms. It is important for HRD
professionals to recognize how the needs of employers, the 
role of education, and the role of the government fit into 
this sphere called training and human resource development.
CHAPTER III 
M ethodology
This study described T&D/HRD certificate programs 
currently offered in the United States. In addition, the 
study addressed the factors which influence the development of 
training and human resource development (T&D/HRD) certificate 
programs as perceived by program administrators. This section 
describes the procedures for identifying the population for 
the study, developing and validating the instrument, 
collecting the data, and analyzing the data.
Population
The target and accessible population for this study was 
defined as program directors/administrators of T&D/HRD 
certificate programs offered by U. S. educational 
institutions, as identified by the 1990 Academic Directory 
published by the American Society for Training and 
Development. Because ASTD is the only professional 
association serving all training professionals, it is unlikely 
that an institution offering T&D/HRD certificate programs 
would not seek membership and support from this national 
organization. ASTD documents 7 0 T&D/HRD certificate programs 
through its published 1990 Academic Directory. Those 
institutions offering multiple programs through a single 
academic unit were counted as one program. For example, one 
institution listed five programs offered in one department;
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these programs were counted as one member of the population 
because they are offered through a single academic unit. 
Therefore, the population of program directors/ administrators 
for this study was adjusted to 60. Data collection procedures 
for this study (described later in this section) identified 22 
frame errors in the 1990 Academic Directory, resulting in a 
research population for this study of 38 (See Appendix A for 
a description of frame errors). Since an attempt was made to 
collect data from the entire population, the survey was 
classified as a census. In a census survey, an attempt is 
made to acquire data from every member of the population. A 
census survey is usually conducted when a population is 
relatively small and readily accessible (Gay, 1981).
Instrumentation
A researcher-designed questionnaire was considered to be 
the most appropriate instrument to determine the frequency, 
distribution, and interrelationships of characteristics in the 
population (see Appendix B) . The research instrument con­
sisted of three parts. The first part of the instrument 
addressed the demographic characteristics of the institutions 
offering T&D/HRD certificate programs: size of the community,
student enrollment, type of institution, and major industry of 
the area.
Part II was designed to acquire information concerning 
certain demographic characteristics of the T&D/HRD certificate 
program by grouping programs in related academic areas:
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history of the program (age of program, and revisions in 
program, and emphasis of curriculum), cost of the program, 
number of full-time and part-time students, number of program 
completers in the 89-90 academic year, number of FTE faculty 
teaching T&D/HRD courses, academic credit options available to 
program participants, source(s) of financial support for 
program, provisions for recertification, provisions for 
continuing education for program completers, site locations 
where program is offered, certificate components, and 
certificate requirements (core courses required, number of 
credit hours in required core, and internship opportunities).
Part III sought general perceptions regarding factors 
that influence the development of a T&D/HRD certificate 
program. Respondents were asked to report their perceptions 
of the impact of certain factors on the development of a 
T&D/HRD certificate program. Many of the items used in this 
section of the questionnaire were identified in HRD Models for 
Practice as forces that are anticipated to impact the training 
field throughout the end of this century. A five-point 
Likert-type scale was utilized with "1" indicating lowest 
level of influence and "5" indicating highest level of 
influence.
The content validity of the instrument was assessed by 
the author's graduate committee and the Executive Committee of 
ASTD's 1990-1991 HRD Professors Network. The HRD Professors 
Network is comprised of over nine hundred T&D/HRD university
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professors. The T&D/HRD expertise of the HRD Professors 
Network Executive Committee and their knowledge of academic 
programs in T&D/HRD enhanced the efficacy of this instrument. 
Recommendations made by both groups were considered in making 
revisions to the instrument to help the researcher accomplish 
the objectives of this study.
Data Collection
On May 3, 1991, a questionnaire was mailed to 60 T&D/HRD 
certificate program administrators/directors who had been 
identified in the ASTD 1990 Academic Directory with a 
certificate T&D/HRD program in a single academic unit. Names, 
addresses, and departments of program directors provided in 
the academic directory facilitated routing of questionnaires 
to appropriate persons. A postcard was mailed seven days 
later (May 10, 1991) as a reminder to all nonrespondents. A 
second letter, along with a second questionnaire, was mailed 
May 17, 1991, with a final deadline for data collection on May 
27, 1991 (see Appendix C).
Data collection procedures yielded an initial 21.3 
percent response rate. Beginning May 27, 1991, nonrespondents 
were contacted weekly by telephone for three weeks. Telephone 
follow-up of nonrespondents determined that there were 22 
frame errors, resulting in an adjusted research population of 
38. The response rate was 84.2 percent (32 out of 38 in the 
population). All responses were received by mail.
Data Analysis
Descriptive statistics were used to analyze the data for 
objectives one, two and three. Factor analysis was used for 
objective four to interpret the perceived influence of the 
items that impact T&D/HRD certificate program development. 
The findings are reported as population parameters in 
Chapter IV.
CHAPTER IV 
Findings o f the Study
The findings of this study are organized and presented 
according to the objectives presented in Chapter I.
Objective 1
The first objective of the study was to describe 
institutions offering T&D/HRD certificate programs on selected 
demographic characteristics. The institutions are described 
below according to student enrollment, population of commu­
nity, type of institution, and major industry of the area. 
Variables measured on a nominal scale (type of institution and 
major industry of the area) were summarized using frequencies 
and percentages. Interval scale measurements (size of commu­
nity and student enrollment) were summarized using means and 
standard deviations.
Of the 3 2 who responded as program directors/ adminis­
trators of T&D/HRD certificate programs, approximately one- 
third (34.4%) indicated that student enrollment at their 
institution was 5,000 or less; approximately one-third (31.2%) 
indicated enrollment of 5,001 to 15,000; and the remaining 
third (34.4%) reported a student enrollment of over 15,000 
(see Table 1).
The populations of the communities where institutions 
offering T&D/HRD certificate programs were located are 
presented in Table 2. The community populations averaged
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1,021,885, with about half (49.9%) reporting a population of 
less than 350,000. More than one-fourth (26.9%) of the
respondents indicated a population for their area in excess of 
a million.
Table 1
Student Enrollment of Institutions Offering Certificate 
Programs
Student enrollment N %
0 - 5,000 11 34.4
5, 001 - 10,000 5 15. 6
10,001 - 15,000 5 15. 6
15,001 - 20,000 4 12.5
20,001 - 30,000 2 6.3
Over 3 0, 000 5 15. 6
Total 32 100. 0
Note. M = 14,406 students; SD = 14,449.
Regarding the type of institutions offering certificate 
programs, there were no programs reported at a vocational 
school or community college. Almost half (43.8%) of the 
institutions were reported as research universities. Three 
institutions identified the type of institution in the
"other" category as liberal arts colleges, along with one non­
profit educational institution, one private university, and 
one private Christian university (see Table 3).
The respondents were asked to identify in rank order the 
top three dominant industrial bases in their city or metro­
politan area. More than half (53.1%) recognized business 
services and finance/insurance/banking in the top three
rankings in their metropolitan area. Manufacturing
Table 2
Population Status of Communitv Where Institution is Located
Size of community N %
0 74,999 7 26.9
75,000 - 149,999 3 11.5
150,000 - 349,999 3 11.5
350,000 - 499,999 4 15.5
500,000 - 999,999 2 7.7
1 million plus 7 26.9
Total 26 100. 0
Note. M = 1,021,885 people; SD = 1,832,029. Six respon-dents 
did not respond to this item.
68
(8) was most frequently ranked first, business services (9) 
had the most number two rankings, and finance/insurance/ 
banking (8) was most often ranked third. Transportation/ 
communications/utilities (2) was reported to be the industry 
least likely to be ranked in the top three industrial bases of 
the respondent's metropolitan area (see Table 4).
Table 3
Type of Institution
Type of institution N %
Research university 14 43.8
Private educational center 7 21.9
State college 5 15.5
Vocational school 0 0
Community college 0 0
Other 6 18.8
Total 32 100. 0
Objective 2
The second objective was to describe T&D/HRD certificate 
programs on selected demographic characteristics by academic 
groupings of programs. Frequencies and percentages were used
Table 4











Business services 5 15.6 9 28.2 3 9.4 17 53.2
Finance/insurance/ 
banking
7 21.8 4 12.5 6 18.8 17 53.2
Manufacturing 8 25.0 3 9.4 3 9.4 14 43.8
Health services 2 6.3 3 9.4 8 25.0 13 40.7
Educational services 1 3.1 7 21.8 3 9.4 11 34.4
Public administration 4 . 12.5 1 3.1 3 9.4 8 25.0




mm — » mm mm 2 6.2 2 6.2
Other 3 9.4 1 3.1 _2 6.3 6 18.8
Totals 32 100.0 32 100.0 32 100.0 — —
Note. Numbers are rounded to one decimal place. Total percentages are row totals
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to summarize the number of programs offered for each group of 
related areas according to:
(a) history of program (age of program, revisions in
program since inception, and emphasis of
curriculum),
(b) number of full-time and part-time students in
program,
(c) number of program completers,
(d) number of FTE faculty teaching T&D/HRD courses,
(e) cost of program,
(f) accrediting agency under which program is
operating,
(g) academic credit options,
(h) source(s) of financial support,
(i) provisions for recertification,
(j) provisions for continuing education for those
completing program,
(k) site locations where program is offered, and
(1) certificate components.
To facilitate the interpretation and understanding of the 
results, certificate programs were placed into groups of
related areas. For example, a program offered in the Educa­
tional Technology Department and a program offered in the 
Educational Administration Department were grouped together in 
the "related area" of education. The groupings to be used 
were developed using prior research studies indicating common
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academic units offering T&D/HRD courses and include: adult
education, education, instructional media, continuing educa­
tion, counseling, behavioral sciences, communications, voca­
tional education, and business (Pace, 1986). No certificate 
programs were reported in this study in either a counseling or 
an instructional media department.
Data regarding the academic groupings are presented in 
Table 5. More than one-third (34.4%) of the certificate 
programs were housed in education (including adult and voca­
tional education). According to the results of this survey, 
T&D/HRD certificate programs are most likely to be found in 
the college of business, and least likely to be found in 
communications.
Ages of the certificate programs are presented in 
Table 6. Four of the seven academic groupings reported 
certificate programs that were on the average less than ten 
years old. Eighty-four percent of the certificate programs 
were implemented since the beginning of 1980. The age most 
frequently reported for all programs was 7 years old, with a 
median age of 7.5 years. Programs in education (including 
adult and vocational education) have an average age of 19.7 
years, with adult education being the oldest of the three 
areas.
One-half of the respondents indicated changes had 
occurred within their programs during the last two years.
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Table 5
T&D/HRD Certificate Programs By Academic Grouping
Academic grouping N %
Business 14 43.8
Education 6 18 . 8
Continuing education 4 12 . 5
Vocational education 4 12 . 5
Behavioral science 2 6.2
Adult education 1 3 . 1
Communications 1 3 .1
Totals 32 100. 0
Table 6
Acre of Procrram Bv Academic Groupina
Academic grouping M N
Adult education 27.0 1
Behavioral science 7.5 2
Business 10.5 14
Communications 4.0 1
Continuing education 9.0 4
Education 7.6 6
Vocational education 24.5 _4
Total — 32
Note. M = 12 years; SD = 13.0.
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Certificate programs located in business departments were more 
than twice as likely to have experienced changes within the 
last two years than any other academic grouping. One out of 
every three (N=9) certificate programs anticipate changes 
within the next three years (see Table 7).
Certificate programs supported by adult education or 
communications departments experienced the least change during 
the past two years and expect the least change within the next 
three years. An increased credit hour requirement and core 
requirement were the changes most frequently reported to have 
occurred within the last two years. Changes in the last two 
years were split between academic groupings as shown in 
Table 8.
Four of the nine respondents who indicated they were 
anticipating changes within the next three years identified 
specific changes they expect. Anticipated changes for T&D/HRD 
certificate programs identified by this study include: (1) an
increase in credit hour requirements by one program each in 
business and continuing education; and (2) an increase in core 
course requirements by one program each in business and 
vocational education.
Respondents were asked to indicate the focus placed on 
trainer roles and competencies in their T&D/HRD certificate 
program. However, respondents were not asked to identify 
specific roles or competencies. The questionnaire did not 
define trainer roles and competencies. The author expected
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T&D/HRD certificate program directors/administrators to 
understand the roles and competencies of trainers in general, 
which are frequently addressed in the literature. More than 
half (59.4%) of the programs reported an equal emphasis on 
trainer roles and competencies in their curricula. Less than 
one out of three programs reported an emphasis on trainer 
competencies more than roles. Almost two out of three 
certificate programs (9 out of 14) located in business 
departments focused equally on trainer roles and competencies, 
while three-quarters of those located in vocational education 
departments emphasized trainer competencies more than roles 
(see Table 9).
Other emphases identified by respondents include: (1)
balance between trainer role, career development and 
organizational development; (2) understanding of adult 
learners; and (3) adjunct faculty.
Respondents were asked to provide full-time and part-time 
student enrollment. As shown in Table 10, the greatest number 
of full-time students was reported by continuing education. 
This figure may not accurately reflect full-time academic 
credit students. Part-time students enrolled in a certificate 
program in education (including adult and vocational 
education) were more likely to be enrolled in a program in the 
adult education department than in education or vocational 
education departments. Business departments reported the 
largest part-time student enrollment.
Table 7
Distribution of Respondents Reporting Recent and Anticipated Changes in Certificate
Programs Bv Academic Grouping
Academic grouping
Changes Changes
N n % n %
Adult education 1 - — - —
Behavioral science 2 1 6.2 1 11.1
Business 14 8 50.0 3 33.3
Communications 1 - — - —
Continuing education 4 . 3 18.8 1 11.1
Education 6 3 18.8 1 11.1
Vocational education 4 1 6.2 3 33.4
Totals 32 16a 100.0 9b 100.0
Table 8


















Adult education — — — — —
Behavioral science 1 — — 1 —
Business — — 1 1 1
Communications — — — — —
Continuing education — 1 — . — —
Education — 2 — 1 —
Vocational education _ .17. ZLZL 1
Totals 1 3 i 4 1
Note. N=16. Ten of the sixteen respondents reporting changes in the last two years 
identified specific changes.
Table 9
Emphasis on Trainer Roles and Competencies by Academic Grouping
Emphasis Emphasis Emphasize
on on both Other
Academic grouping roles competencies equally emphasis Totals
n |f n___|f n___|f n___|f n___|f
Adult education — — — — — — 1 3.1 1 3.1
Behavioral science — — — — 2 6.3 — — 2 6.3
Business — — 4 12.5 9 28.1 1 3.1 14 43.8
Communications — — — — 1 3.1 — — 1 3.1
Continuing education 1 3.1 1 3.1 1 3.1 1 3.1 4 12.5
Education — — 1 3.1 5 15.7 — — 6 18.8
Vocational education mu 3 9.4 1 3.1 _ 4 12.5
Totals i 3.1 9 28.1 19 59.4 3 9.3 32 100.0












Continuing education 227.3 51. 5
Business 88. 6 95.7
Communications 40.0 10. 0
Adult education 25.0 80.0
Vocational education 25.0 63 . 3
Behavioral science 14.0 15.0
Education 2 . 2 33 . 6
Note. N = 30. M = 77.6 for full-time enrollment for all 
certificate programs. M = 67.5 for part-time enrollment for 
all certificate programs. Range for full-time enrollment = 
0-150. Range for part-time enrollment = 0-200.
A near equal number of full-time and part-time students 
were enrolled in behavioral science certificate programs. 
Business and education (including adult and vocational 
education) departments reported a higher part-time student 
enrollment average than full-time average. Communications and 
continuing education departments reported more full-time 
students than part-time students (see Table 10).
79
Table 11 shows that more participants completed T&D/HRD 
certificate programs in business during the 89-90 academic 
year than in any other academic grouping. Education 
(including adult and vocational education) reported an average 
of 14.9 program completers.
The breakdown in Table 12 shows that certificate programs 
in communications reported the highest average FTE faculty. 
Continuing education certificate programs reported the lowest. 
Education (including adult and vocational education) reported 
a mean of 3.3 FTE faculty.
Certificate programs in business departments were found 
to cost students an average of three times as much as programs 
in continuing education, education, or behavioral science 
departments and twice as much as those in vocational education 
departments (see Table 13).
A majority (53.3%) of T&D/HRD certificate programs, as 
presented in Table 14, are not accredited by any national 
accrediting agency. University guidelines were reported as 
one "other" accrediting agency. One program indicated 
accreditation by NASPA. Accrediting agencies reported under 
the other category also included the regional commission on 
colleges; i.e., Middle States Association Colleges and Schools 
(MSACS), North Central Association of Colleges and Schools 
(NCAS), Southern Association of Colleges and Schools (SACS), 
and Western Association of Colleges and Schools (WACS).
Table 11







Continuing education 17 . 0
Education 10.0
Vocational education 14.7
Note. N = 31. M = 25.4 program completers for all
certificate programs. Range = 2-300.
Fifteen institutions offer more than one credit option 
for program participants. Graduate credit was the most 
frequently reported academic credit option. Only one out of 
three offer credit toward a certificate only, and less than 
ten percent of the responding institutions offer no credit 
(see Table 15) . Other credit options identified from the 
survey were: (1) 6 hours credit applied toward adult
education graduate degree, (2) 3 hours credit applied toward 
an undergraduate management degree, and (3) 3 hours available 
for degree credit if a degree is sought.
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Table 12









Note. N = 31. M =3.3 FTE faculty for all institutions 
offering certificate program. Range = 0-10.
The mean percentage of financial support derived from a 
permanent budget line within the institution for all 
certificate programs was 52.6 percent. The amount of funding 
accounted for by participant fees from special courses and 
training activities averaged 29.0 percent for all certificate 
programs (see Table 16).
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Table 13
Average Cost to Student Bv Academic Grouping
Academic grouping n M SD
Adult education 1 $10,000 —
Behavioral science 2 5,000 —
Business 14 14,460 2,998
Communications 1 — —
Continuing education 4 3,750 2 , 220
Education 6 4,800 3 , 110
Vocational education 4 6.750 4 . 790
Total 32 — —
Note. Three respondents did not respond to this item.
M = $9,450 for all institutions offering certificate programs. 
SD = $2,740. Range = $1000-$30,000.
Vocational education reported more funding support from 
external grants and contracts (10.0 percent) than any other 
academic grouping. Education (including adult and vocational 
education), business, and communications reported a permanent 
budget line as the primary source of funding for certificate 
programs. Continuing education programs reported a larger 
average proportion of support from fees derived from
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participants. Certificate programs were least likely to 
depend on external grants and contracts as a funding source.
Other sources of funding support were reported as 
follows: (1) no funding provided; (2) student tuition; (3) not 
broken down by individual programs; (4) budget line within 
department; and (5) budget line within department; however, 
student tuition reimburses the account.
More than three-quarters (78.1%) of the respondents said 
that the primary site of instruction in T&D/HRD certificate 
programs was a regular classroom on the main campus. The 
majority of on-campus instruction is delivered in a regular 
classroom. One other location of instructional delivery was 
identified as a combination of on-campus and off-campus 
instruction. Programs in business were more likely to be 
found with delivery in a conference center on campus, and were 
more likely to be held off campus than programs offered in any 
other academic grouping (see Table 17).
Most respondents (73.9%) reported that a core of courses 
was required to complete certificate program requirements. 
Business and vocational education programs were the only two 
academic groups to report work experience as part of 
certificate requirements (see Table 18). One responding 
institution reported the completion of a case analysis as part 
of certificate program requirements. Another reported that 
all components were negotiable between client and 
organization.
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Finally, respondents were asked about provisions for 
updating certificates and continuing education. Only 6.2 
percent of the responding institutions indicated that any 
provisions for recertification were provided for participants 
completing their program. In addition, only 20 percent 
provide continuing education for program completers.
Objective 3
The third objective sought to determine if certificate 
requirements differed with respect to the relative frequency 
on the following variables: student enrollment, type of
institution, academic grouping, and academic credit options. 
The specific certificate requirements considered were core 
course requirement, number of credit hours in core, and 
internship opportunities.
The mean number of credit hours required to fulfill 
certificate program requirements was 28.5 semester hours 
(Range = 0-168). Most (77.4%) certificate programs have a 
core course requirement. Credit hours required were most 
often reported as semester hours. A conversion of quarter 
hours and clock hours to semester hours yielded a mean of 18.2 
credit hours required for a core (Range = 3-45). Twelve hours 
was the mode for the number of semester hours required for a 
core.
Table 14
Accrediting Agency Under Which Program Operates By Academic Grouping
Academic grouping
No
accreditation AACSB AICS NCATE Other
N % N % N % N % N %
Adult education 1 3.3 — —
Behavioral science 1 3.3 — — 1 3.3
Business 7 23.3 1 3.3 1 3.3 1 3.3 4 13.3
Communications 1 3.3
Continuing education 2 6.7 1 3.3 2 6.7
Education 4 13.3 2 6.7 1 3.3
Vocational education 1 3.3 --- ZLZ. --- 3 10.0 1 3.3
Totals 16 53.3 2 6.7 2 6.7 7 23.3 8 26.7













graduate Graduate Other None
f % f % f % f % f % f %
Adult education - — - — - — 1 3.1 - — -  —
Behavioral science - — 2 6.3 - — 1 3.1 - — - —
Business 5 15.6 4 12.5 3 9.4 9 28.1 2 6.3 3 9.4
Communications - — - — 1 3.1 - — - — - —
Continuing
education
- — 1 3.1 4 12.5 1 3.1 1 3.1 - —
Education - — 3 9.4 1 3.1 5 15.6 - — - —
Vocational
education
1 3 . 1 1 3.1 4 12.5 4 12.5 — — — ■■
Totals 6 18.7 11 34.4 13 40.6 21 65.6 3 9.4 3 9.4
Note. N = 32. Respondents reported all academic credit options available.
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Table 16
Sources of Financial Support By Academic Grouping
Academic grouping












M M M M Total
Adult education 60.0 40.0 — — 100.0
Behavioral science 50.0 50.0 — — 100.0
Business 44.4 38.7 1.5 15.4 100.0
Communications 100.0 — — — 100.0
Continuing education 25.0 50.0 — 25.0 100.0
Education 60.0 5.0 1.7 33.3 100.0
Vocational education 83.9 6.1 10.0 — 100.0
Total3 52.6 29.0 2.3 16.1 100.0
Note. N = 31.
aTotal mean in column reflects overall mean, not mean of academic groupings.
Table 17
Site of Instructional Delivery By Academic Grouping
Academic grouping









N % N % N % N % N %
Adult education - — - — 1 3.1 - — 1 3.1
Behavioral science 2 6.3 - — - — - — 2 6.3
Business 8 25. 0 3 9.4 2 6.4 1 3.1 14 43.8
Communications 1 3.1 - — - — - — 1 3.1
Continuing education 2 6.3 1 3.1 1 3.1 - — 4 12.5
Education 5 15. 6 - — 1 3.1 - — 6 18.8
Vocational education 3 9.4 hzl — 1_ 3.1 4 12.5
Totals 21 65.6 4 12.5 6 18.8 i 3.1 32 100.0















%N % N % N % N
Adult education 1 4.3 — — — — — —
Behavioral science 2 8.7 — — — — — —
Business 8 34.8 3 13. 1 4 17.4 1 4.3
Communications — — — — — — — —
Continuing education 1 4.3 1 4.3 — — — —
Education 2 8.7 2 8.7 — — 1 4.3
Vocational education 3 13.1 zzn — 2 8.7 ILZ. —
Totals 17 73.9 6 26.1 6 26.1 2 8.6




Instructional Design and Development and Adult Learning 
Theories were the two most frequently reported courses in a 
required core. Customer service training was the least 
reported core course requirement. The frequency and 
percentage of each course listed as potential core courses are 
reported in Table 19. A listing of courses identified in the 
"other" category under core course requirement is shown in 
Table 20.]
Twenty-four (77.4%) of the institutions offering a 
T&D/HRD certificate program have a required core of courses as 
part of certificate requirements. As shown in Table 21, 
T&D/HRD certificate programs located in institutions with a 
student enrollment of 20,000 or less and enrollments over 
30,000 tend to require a core of courses.
Continuing education and behavioral science certificate 
programs were as likely to require a core of courses as not. 
Programs housed in business were three times as likely to have 
a core than not. A breakdown showing core course requirement 
by academic groupings is shown in Table 22.
Most (78.6%) research institutions required a core of 
courses. The data, as presented in Table 23, show that 
private educational centers were about as likely to have a 
core of courses required as not.
Almost half (15) of the T&D/HRD certificate programs in 
this study offer more than one credit option for program
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Table 19
Specific Courses Required in Certificate Program Core
Percent
Name of course N providing
Instructional design and development 15 46.9
Adult learning theories 14 43 . 8
Design/management of training systems 9 28. 1
Needs analysis 9 28. 1
Organization development 9 28.1
Organizational behavior 7 21.9
Evaluation in training systems 7 21.9
Internship 7 21.9
Principles of HRD 7 21.9
Presentation skills 6 18.8
Principles of T&D 6 18 . 8
Facilitating adult group processes 6 18 . 8
Interpersonal skills 6 18.8
Issues and trends in T&D/HRD 5 15. 6
Communication 4 12 . 5
Industrial/organizational psychology 4 12 . 5
Instructional media 4 12 . 5
Occupational analysis 4 12 . 5
(table continues)
92
Name of course N
Percent
providing
Strategies for teaching adults 4 12.5
Research in T&D/HRD 3 9.4
Strategic planning in T&D 3 9.4
Computer applications in training 2 6.3
Conflict management 2 6.3
Marketing of T&D/HRD 2 6.3
Supervisory training 2 6.3
Technical training 2 6.3
Customer service training 1 3 . 1
Note. N = 32.
Table 20




Corporate training and behavioral approach 










Methods and techniques of training









Note. Total number of courses listed under "other" = 20. 
46.9% of those responding indicated "other" courses instead of 
or in addition to courses listed. Each of the above courses 
was listed only once.
Table 21
Core Course Requirement by Student Enrollment
Core recruired
Yes No Total
Student enrollment M % N % N %
0 5, 000 6 60.0 4 40.0 10 100.0
5,001 - 10,000 4 50.0 1 20.0 5 100.0
10,001 - 15,000 5 100.0 — — 5 100.0
15,001 - 20,000 3 75.0 1 25.0 4 100.0
20,001 - 30,000 1 50.0 1 25.0 2 100.0
Over 30, 000 5 100.0 —  — 5 100.0
Total 24 — 7 — 31 100.0
Note. One institution did not respond to this item.
V£>
Table 22




N % N % N %
Adult education 1 100.0 — - - 1 100.0
Behavioral science 1 50.0 1 50.0 2 100.0
Business 10 76.9 3 23.1 13 100.0
Communications 1 100.0 — — 1 100.0
Continuing education 2 50.0 2 50.0 4 100.0
Education 6 100.0 — — 6 100.0
Vocational education 3 — 1 4 —
Total 24 — 7 — 31 100.0





Core Course Requirement by Type of Institution
Core reauired
Yes No Total
Type of Institution N % N % N %
Private educational 
center
3 42.9 4 57. 1 7 100.0
State college 4 100. 0 - — 4 100.0
Research university 11 78.6 - — 14 100.0
Other 6 100. 0 - 6 100.0
Total 24 — - - 31 —
participants. Of the certificate programs that have a 
graduate academic credit option, most have a core course 
requirement. A breakdown of the core course requirement by 
academic credit options is shown in Table 24. Half of the 
respondents (16) indicated that internships were available in 
their certificate programs. More than half (9) of the 
institutions that have an internship available also require an 
internship as part of certificate program requirements. 
Research institutions reported the largest number of 
internships available and required (see Table 25).
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Table 24
Core Course Requirement bv Academic Credit Options
Core reauired
Yes No Total
Academic credit option N %! N %! N %!
Continuing education 
units
5 83.3 1 16.7 6 100.0
Certificate only 8 72.7 3 27.3 11 100.0
Undergraduate 10 76.9 3 23 . 1 13 100.0
Graduate 17 81.0 4 19. 0 21 100.0
Other 1 50.0 1 50.0 2 100.0
No credit 1 33.3 2 66. 7 3 100.0
Note. N = 32. Institutions responded to more than one 
academic credit option. 
aRow percentages.
A mean of 3.7 semester hours for internships was reported and 
reflects a conversion of clock and quarter hours to semester 
hours. Hours were most often reported as semester hours.
Institutions with a student enrollment of over 20,000 
students were less likely to have internships available. Only 
one program with more than 20,000 students required an 
internship as part of certificate requirements. Table 2 6 
provides a breakdown of internship opportunities (internships 
available and those required) by student enrollment.
Table 25








N % N % N %a
Private educational center 4 57.1 3 42.9 2 66.7
State college 2 40.0 3 60.0 1 33.3
Research university 6 42.9 8 57.1 4 50.0
Other 4 66.7 2 33.3 2 100.0
Total 16 — 16 — 9 —
Note. One institution did not respond to this item.











N % N % N £
0 - 5,000 7 63.6 4 36.4 3 75.0
5, 001 - 10,000 2 40.0 3 60.0 1 33.3
10,001 - 15,000 2 40.0 3 60. 0 3 100.0
15,001 - 20,000 - — 4 100. 0 1 25.0
20,001 - 30,000 2 100.0 - — - —
Over 3 0, 000 3 60.0 _2 40.0 1 50.0
Total 16 — 16 — 9 —
Note. N = 32. Sixteen institutions responded that an
internship was available. Nine institutions indicated that an 
internship was required.
Percentage of those with internship, available that require 
internship.
Certificate programs with a graduate academic credit 
option were more likely to require internships than the other 
credit options. One out of every two programs offering 
undergraduate or certificate credit options required 
internships. A comparison of internship opportunities by 
academic credit option is shown in Table 27.
Table 27
Internship Opportunities by Academic Credit Option
Internship available







Continuing education units 6 3 50.0 3 50.0 1 33.3
Certificate only 11 7 63.6 4 36.4 2 50.0
Undergraduate 13 6 42.2 7 53.8 4 57.1
Graduate 21 8 38. 1 13 61.9 7 53.8
Other credit 13 6 46.2 7 53.8 7 100.0
No credit 3 2 66.7 1 33.3 — —
Note. One institution did not respond to this item. Responses do not add up to 100% 
because respondents were asked to check all that apply.
Percentage of those with internship available that require internship.
Business programs reported the greatest number of 
internships available and required. All of the certificate 
programs reported in adult and vocational education have 
internships available. The single adult education certificate 
program required an internship. No internships were available 
in communications or continuing education certificate programs 
(see Table 28).
Table 28






n % n % n
Adult education - — 1 100.0 1 100.0
Behavioral science 1 50.0 1 50.0 1 100.0
Business 8 57.1 6 42.9 3 50.0
Communications 1 100.0 - — - —
Continuing education 4 100.0 - — - —
Education 2 33.3 4 66.7 2 50.0
Vocational education - — 4 100. 0 2 50.0
Total 16 — 16 —— 9 —
Note. N = 32. Sixteen institutions responded that an internship was available. 
Nine institutions indicated that an internship was required.
Percentage of those with internship available that require internship.
103
Objective 4
The final objective of the study related to the
development of T&D/HRD certificate programs. Respondents were 
asked to indicate their perception of the impact of 53 factors 
on the development of T&D/HRD certificate programs. A five- 
point Likert-type scale was used with "1" indicating the 
lowest level of influence and "5" indicating the highest level 
of influence.
Factor analysis was used to analyze the 53 items on the 
questionnaire (see Appendix D). Factor analysis is a 
statistical technique used to identify a relatively small
number of factors that can be used to represent relationships 
among sets of many interrelated variables. The basic 
assumption of factor analysis is that underlying dimensions, 
or factors, can be used to explain rather complex phenomena. 
Observed correlations between variables result from their 
sharing these factors (Norusis, 1988).
Results of the factor analysis revealed sixteen factors 
in the data. Five items on the questionnaire did not load 
with any other items and stand alone as factors. These 
factors, labeled by the researcher, are presented in the 
following section. Items were factor analyzed with a .40 
used as the minimum loading. The items included in each
factor and the order that they were extracted are shown in
Appendix D.
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Factor 1 - Training professional efficacy
56. Desire to establish credibility for training 
practitioners. (M = 3.3; SD = 1.4)
51. Desire to improve the image of the T&D/HRD profession. 
(M = 3.2; SD = 1.3)
61. Desire to provide tool for professional growth of local 
employees. (M = 3.1; SD = 1.3)
43. Desire to promote competencies of trainers.
(M = 3.7; SD = 1.0)
71. Desire to make distinctions between T&D/HRD practitioners 
who are qualified and those who are not.
(M = 3.1; SD = 1.2)
33. Interest of local trainer. (M = 3.4; SD = 1.2)
27. ASTD support. (M = 2.8; SD = 1.4)
52. Increase in technologies which can facilitate learning. 
(M = 2.9; SD = 1.1)
62. Accelerated rate of change and more uncertain business,
environment. (M = 3.0; SD = 1.2)
58. Increasing responsibilities of current T&D/HRD 
practitioners. (M = 3.3; SD = 1.1)
65. Attempt to provide some standard qualifications of the 
training profession. (M = 3.2; SD = 1.3)
Factor 2 - Changing workforce/workplace
66. Increased need for business/industry to operate in an 
international environment. (M = 2.7; SD = 1.2)
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68. Increased diversity (demographics, values, experience) at 
all levels of the workforce. (M = 3.0; SD = 1.2)
69. Increased expectations for higher levels of judgment and 
flexibility in worker contribution (specifically, for 
more creativity, risk taking, adaptation to change, and 
teamwork). (M = 3.5; SD = 1.2)
73. Globalization of business; increased and expanded 
international markets, joint ventures, overseas 
ownerships, and competition. (M = 2.7; SD = 1.1)
63. Increase in size of the service industry relative to the
total economy. (M = 2.5; SD = 1.1)
67. Increased need for expanding thinking models to organize
vast amounts of information. (M = 2.9; SD = 1.3).
39. Changing social structure of workforce.
(M = 3.3; SD = .9)
57. More knowledge available about human learning and
motivation. (M = 3.1; SD = 1.1)
35. Increased industry sophistication. (M = 3.6; SD = .8)
Factor 3 - Organizational structure
74. Changed emphasis in organizations from loyalty to merit, 
accountability, performance and relevant skills.
(M = 2.8; SD = 1.0)
75. Increased pressure and capacity to measure workforce 
productivity, performance, cost-effectiveness, and 
efficiency. (M = 3.3; SD = 1.3)
106
76. Increased pressure to demonstrate the value, impact, 
quality, and practicality of training services.
(M = 3.3; SD = 1.2)
79. Increased need for commitment, meaningful work and 
participation on the job by a larger proportion of the 
workforce. (M = 3.0; SD = 1.0)
80. Increased use of flatter, more flexible organization 
designs; smaller, self-contained work groups; and reduced 
staff. (M = 2.8; SD = 1.1
Factor 4 - Organizational climate
50. Quality of work environment within your organization.
(M = 2.3; SD = 1.1)
30. Leadership of institution. (M = 2.8; SD = 1.2)
53. Career planning and development within your organiza­
tion. (M = 2.2; SD = 1.0)
37. Recommendation of advisory council. (M = 2.9; SD = 1.3)
34. Vision of your institution. (M = 3.0; SD = 1.2)
40. Support of accrediting agency/agencies.
(M = 1.9; SD = 1.2)
29. Interdepartmental support. (M = 2.7; SD = 1.2
Factor 5 - Management/leadership style
77. Increased use of systems approaches that integrate 
training systems and technology in the workplace.
(M = 3.1; SD = 1.3)
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78. Increased sophistication and variety of tools,
technologies, methods, theories and choices in T&D/HRD. 
(M = 3.0; SD = 1.2)
45. Involvement of other people in your department.
(M = 2.5; SD = 1.1)
Factor 6 - Instructional unit planning
49. Long-range strategic planning within your department.
(M = 3.1; SD = 1.3)
60. Efforts made toward fulfillment of mission of
instructional unit. (M = 2.9; SD = l.l)
Factor 7 - Resource availability
59. Availability of adeguate and efficient equipment and
resources. (M = 2.7; SD = .9)
64. Increased emphasis on quality of products and services
from the workforce. (M = 2.9; SD = 1.0)
38. Availability of quality instructors. (M = 3.7; SD = .9)
Factor 8 - Career development
36. Increased average age of workforce. (M = 2.8; SD = 1.0)
42. Interest of individual faculty members. (M = 3.7;
SD = 1.1)
48. Increased incidence of multiple and changed careers.
(M = 3.7; SD = .9)
Factor 9 - Business/industry involvement
32. Cry of help from employer. (M = 3.2; SD = 1.0)
28. Community relations. (M = 3.1; SD = l.l)
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Factor 10 - Certificate program clientele
70. Increase in number of teachers seeking jobs in industry 
as opposed to educational institutions.
(M = 2.8; SD = .9)
47. Attempt to improve quality of academic offerings.
(M = 3.6; SD = .9)
Factor 11 - National issues
55. National and international reports on unprepared
workforce. (M = 2.7; SD = 1.1)
44. Increased importance of environmental issues.
(M = 1.7; SD = .7)
Factor 12
41. Increased emphasis on customer service.
(M = 2.6; SD = 1.2)
Factor 13
46. Inadequate regulation of the training profession.
(M = 2.3; SD = 1.3)
Factor 14
72. Increased profit pressure in private sector, and budget
pressure in public and non-profit sectors.
(M = 2.4; SD = 1.2)
Factor 15
54. Efforts made toward fulfillment of mission of university.
(M = 2.5; SD = 1.2)
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Factor 16
31. Changed work environments. (M = 3.4; SD = 1.0)
The mean for the degree of perceived influence was 
calculated for each group of items under each factor. The 
group mean for each factor is presented in descending order of 
influence in Table 29.
All except three of the factors fell into the 2.5 to 3.5 
range. Nine of the sixteen factors indicated a perceived mean 
influence of at least 3.0. The range of perceived mean 
influence from 2.2 to 3.4 signifies factors that are perceived 
to have "little" to "some" influence on the development of 
T&D/HRD certificate programs. No factors fit in the "very 
little," "great" or "very great" categories. In interpreting 
the data, the following intrepretive scale was used:
Mean Level of importance
1.0 - 1.5 very little extent
1.6 - 2.5 little extent
2.6 - 3.5 some extent
3.6 - 4.5 great extent
4.6 - 5.0 very great extent
The factor which had the highest perceived mean influence 
was "changed work environments." Perceptions that "national 
issues" impact the development of T&D/HRD certificate programs 
had the lowest perceived mean influence.
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Table 29
Perceived Influence of Selected Factors on the Development of
T&D/HRD Certificate Programs in the U.S.
Factor M SD
Changed work environments 3.4 1.0
Career development 3.4 . 5
Certificate program clientele 3.2 .6
Quality of training professional 3.2 . 9
Business/industry involvement 3.1 . 6
Resource availability 3.1 .7
Organization structure 3.0 1.0
Changing workforce/workplace 3.0 .8
Instructional unit planning 3.0 1.1
Management/leadership style 2.8 .8
Increased customer service emphasis 2 . 6 1.2
Organization climate 2.6 .8
Mission of university 2.5 1.2
Increased profit/budget pressure 2.4 1.2
Inadequate regulation of trainers 2 . 3 1.3
National issues 2.2 .8
CHAPTER V
Sum m ary, F indings, C onclusions, and R ecom m endations
Summary
The purpose of this study was to describe training and 
human resource development certificate programs currently 
offered at educational institutions throughout the United 
States. In addition, the study sought to determine the 
perceived influence of factors that impact the development of 
T&D/HRD certificate programs.
Specific objectives of the study were to:
1. Describe institutions offering T&D/HRD certificate 
programs on selected demographic characteristics: size of 
community, student enrollment, type of institution, and major 
industry of the area.
2. Describe certificate level T&D/HRD programs 
according to selected demographic characteristics by academic 
groupings of programs: history of program (age of program, 
revisions in program since inception, and emphasis of 
curriculum), number of full-time and part-time students in 
program, number of program completers, number of FTE faculty 
teaching T&D/HRD courses, cost of program, accrediting agency 
under which program is operating, academic credit options, 
source(s) of financial support, provisions for recertifica­
tion, provisions for continuing education for those completing
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program, site locations where program is offered, and
certificate components.
3. Determine if certificate requirements (core courses
required, number of credit hours in core, and internship 
opportunities) were independent of student enrollment at 
institution, type of institution, academic grouping of 
program, and academic credit options.
4. Determine the respondents' perceptions of what 
factors influence the development of a T&D/HRD certificate 
program.
The target and accessible population for this study was 
program directors/administrators of T&D/HRD certificate 
programs offered by U. S. educational institutions.
Certificate programs used were those identified in the 1990 
Academic Directory published by the American Society for 
Training and Development. Institutions offering multiple 
programs through a single academic unit were counted as one 
program. The researcher identified 22 frame errors, resulting 
in an adjusted research population of 38 program directors/ 
administrators.
Data were collected from 32 certificate program 
directors/administrators, yielding an 84.2 percent rate of 
return. A researcher designed questionnaire was used, which 
was validated by the author's graduate committee and the 
Executive Committee of ASTD's HRD Professors Network.
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The research instrument consisted of three parts. Part I 
of the instrument addressed the demographic characteristics of 
the institutions offering T&D/HRD certificate programs; 
Part II asked questions concerning certain demographic 
characteristics of the T&D/HRD certificate program; and Part 
III sought general perceptions regarding factors that 
influence the development of a T&D/HRD certificate program.
Descriptive statistics were used to describe the 
demographic characteristics of the institutions offering 
certificate programs and the certificate programs. The 
perceived influence of items that impact the development of 
T&D/HRD certificate programs were factor analyzed.
Findings
The major findings of the study were:
1. Half of the certificate programs were in
institutions with an enrollment of 15,000 or less. The mean 
enrollment for all institutions with T&D/HRD certificate
programs was 14,406 students.
2. About one-fourth (26.9%) of T&D/HRD certificate
programs were found in communities of less than 75,000 people, 
and another one fourth (26.9%) were found in metropolitan 
areas with at least a million people.
3. Almost half (43.8%) of the T&D/HRD certificate
programs were located in research universities.
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4. Business services, finance/insurance/banking, and 
manufacturing were the top three major industries of the 
metropolitan areas where certificate programs were offered.
5. When grouping the certificate programs in this study 
into academic related areas, the largest proportion (43.8%) of 
T&D/HRD certificate programs were housed in business 
departments. One third (34.4%) were found in education 
(including adult and vocational education).
6. The average age of all T&D/HRD certificate programs 
in the study was 12 years.
7. Half (16) of the respondents experienced changes in 
T&D/HRD certificate programs within the last two years, and 
almost one-third (28.1%) anticipate changes within the next 
three years.
8. An equal emphasis on trainer roles and competencies 
was the focus of T&D/HRD curricula most frequently (59.4%) 
reported. T&D/HRD certificate programs in vocational 
education were more likely to focus on trainer competencies 
than any of the other academic groupings.
9. The greatest number of full-time students enrolled 
in T&D/HRD certificate programs were in the continuing 
education department, and the largest part-time student 
enrollment was found in business departments.
10. Certificate programs in business had the highest 
average number of program completers during the 89-90 academic
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year (40.8). The mean of program completers for all T&D/HRD 
certificate programs in this study was 25.4.
11. The mean FTE faculty teaching in T&D/HRD certificate 
programs was 3.3 teachers.
12. Students paid on the average $9,450 for T&D/HRD 
certificate programs.
13. The majority (53.3%) of T&D/HRD certificate programs 
are not accredited by any national accrediting agency.
14. Fifteen of the T&D/HRD certificate programs that 
participated in this study offer more than one academic credit 
option for participants. Graduate credit was the most 
frequently (65.6%) reported academic credit option.
15. More than half (52.6%) of the financial support for 
T&D/HRD certificate programs comes from a permanent budget 
line. Programs sponsored by continuing education departments 
were twice as likely to fund their programs from participant 
fees as from a line within the permanent budget.
16. T&D/HRD certificate programs utilize on-campus 
facilities for the majority (78.1%) of instruction.
17. Approximately one-fourth (26.1%) of T&D/HRD 
certificate programs require work experience as part of 
certificate requirements. A large percentage (73.9%) of 
certificate programs have a minimum credit hour requirement.
18. Over two-thirds (77.4%) of certificate programs have 
a core course requirement, with an average of 34.4 semester 
hours required for the core.
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19. Instructional Design and Development (46.9%) and
Adult Learning Theories (43.8%) were the top two reported 
courses in a required core for certificate program 
participants.
20. Regarding a core course requirement: (1) T&D/HRD
programs in institutions with enrollment with 2 0,000 or less 
or over 3 0,000 reported a higher frequency of a core course 
requirement; (2) programs housed in business departments 
reported the greatest number of core course requirements; and 
(3) at least three out of every four programs offering 
certificate, undergraduate or graduate credit or continuing 
education units require a core.
21. Half (50.0%) of the T&D/HRD certificate programs in
this study have internships available for participants. Nine 
institutions require internships as part of certificate 
program requirements. Programs in business reported the 
greatest number of internship opportunities.
22. The top three factors perceived as having the most 
influence in developing a T&D/HRD certificate program were:
(1) changed work environments (mean=3.4)
(2) career development (mean=3.4)
(3) clientele of certificate program (mean=3.2)
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Conclusions and Recommendations
Based on the findings of this study, the researcher makes 
the following conclusions and recommendations:
1. Certificate programs are more likely to be located 
in communities with an industrial base consisting of business 
services, finance, insurance, banking, or manufacturing.
This conclusion is based on the finding that business 
services (53.2%) and finance/insurance/banking (53.2%) were 
most often ranked among the top three industries in the 
metropolitan area of the institutions offering T&D/HRD 
certificate programs. Manufacturing (43.8%) was the industry 
with the next highest ranking.
2. More T&D/HRD certificate programs are housed in 
business departments than other academic groupings. Programs 
in business departments are more numerous, have the largest 
part-time student enrollment and the most program completers, 
and are the most expensive to students.
This conclusion is based on the finding that 43.8% of all 
T&D/HRD certificate programs were housed in business 
departments. The mean part-time student enrollment for 
T&D/HRD certificate programs in business departments was 9 5.7 
students, with an average of 40.8 students completing the 
program in the 89-90 academic year. The average cost to a 
student for a T&D/HRD certificate program in a business 
department was $14,460.
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3. Change management knowledge and skills are an 
essential part of T&D/HRD certificate programs.
This conclusion is based on the finding that half (16) of 
the respondents experienced change in the last two years and 
almost one-third (9) anticipate changes within the next three 
years. In addition, changed work environments was the factor 
that was perceived to have the highest impact on T&D/HRD 
curricula.
4. Most T&D/HRD certificate program equally emphasize 
trainer roles and competencies.
This conclusion is based on the finding that 59.4% of the 
T&D/HRD certificate programs focus equally on trainer roles 
and competencies.
This conclusion is consistent with the 1989 ASTD 
Competency Study (McLagan and Suhadolnik, 1989) which calls 
for HRD practitioners of the '90s who will apply their 
technical, business, interpersonal and intellectual 
competencies in a variety of "outputs" or roles.
Recommendation. Based on these findings and this 
conclusion, the researcher would recommend that certificate 
program directors become familiar with the models presented in 
HRD Models for Practice to develop curricula that prepares HRD 
practitioners to apply the skills and competencies required in 
various HRD roles. The Academic Guide to HRD Models for 
Practice, published by ASTD, was written by the HRD Professors
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Network for the purpose of assisting academicians in T&D/HRD 
curricula.
The researcher also recommends that further research is 
needed to determine the extent each role and competency is 
addressed in T&D/HRD curricula.
5. Continuing education certificate programs attract 
more students and are more likely to be funded through fees 
derived from participants than from budget line support.
This conclusion is based on the finding that continuing 
education programs averaged full-time student enrollment of 
227.3. In addition, participant fees accounted for one out of 
every two dollars used to support T&D/HRD certificate 
programs.
6. Certificate program participants are about as likely 
to enroll part-time as full-time.
This conclusion is based on the finding of a mean of 77.6 
full-time student enrollment and a 67.5 mean part-time 
enrollment.
Recommendation: Based on this finding and this
conclusion, the researcher recommends flexible schedules of 
sessions to accommodate full- and part-time program 
participants.
7. Most T&D/HRD certificate programs are not accredited 
by a national accrediting agency.
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This conclusion is based on a 53.3% response by program 
directors indicating no national accreditation for their 
programs.
This finding is consistent with the finding from HRD 
Models for Practice that there is a general lack of agreed- 
upon, pre-service training curricula and standards of 
professional practice for HRD practitioners (McLagan and 
Suhadolnik, 1989). HRD practitioners experience no mandatory 
requirement of continuing education and no formal way to 
certify their continuing professional education activities 
(Lapides, 1991).
8. T&D/HRD certificate are not predominantly pre­
service education programs for HRD practitioners.
This conclusion is based on the finding that graduate 
credit was the most frequently (65.6%) reported academic 
credit option. In addition, 26.1% of the certificate programs 
require participants to have work experience.
This finding and conclusion is supported by Lapides 
(1991) in The Academic Guide to HRD Models for Practice that 
continuing professional education of HRD practitioners should 
not be viewed as remedial and that academic institutions are 
in the best position to assume leadership to provide 
continuing professional education.
Recommendation. The researcher recommends that further 
research be done to determine the number of certificate 
program participants who: (1) are seeking trainer preparation
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as pre-service education or continuing professional education; 
and (2) do not choose to pursue a degree and the reason for 
their choice.
9. Instructional Design and Development (IDD) and Adult 
Learning Theories are the two courses that are most often 
required for most T&D/HRD certificate programs.
This conclusion is based on the finding that IDD (46.9%) 
and Adult Learning Theories (43.8%) were the two courses most 
frequently reported in a required core.
This finding and conclusion is consistent with a study 
conducted of master's and doctoral programs in T&D/HRD by the 
HRD Professors Network (Dixon and Henkelman, 1991) that found 
100 percent of master's and doctoral HRD programs to address 
adult learning and 96 percent to address instructional design 
in their curricula.
10. The majority of T&D/HRD certificate programs are 
only about ten years old.
This conclusion is supported by the finding that 84.4% of 
the certificate programs were implemented since the beginning 
of 1980.
This finding and conclusion is consistent with Stump's 
(1990) review of HRD studies that claims that academic/degree 
programs in training and human resource development are still 
fairly new. Many more programs exist today than a decade ago, 
and the numbers of increasing (Stump, 1990). Furthermore, the 
HRD profession does not have a good bank of information on
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where we have come from and where we are heading with our 
individual and collective careers. Career paths are needed 
(Stump, 1990).
Recommendation. The author recommends additional 
research study to determine factors that impact the 
development of these relatively young undergraduate, master's 
and doctoral degree programs. More research should also be 
conducted to explore relationships among all levels of T&D/HRD 
academic programs. Research is also indicated for career 
development of training professionals.
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DESCRIPTION OF FRAME ERRORS 
The following reasons were given by institutions that do not have a T& D/HRD
certificate program:
Degree programs (undergraduate, graduate) offered only 12
Management education/executive development programs 3
Certificate program not in existence 3
Individual directing program left, along with the program 2
Organization development program offered only 1
Program created for nursing professionals and dropped \
Total frame errors 22
A PPEN D IX  B - SURVEY IN STR U M EN T
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TRAINING AND DEVELOPMENT CERTIFICATE PROGRAM STUDY
PART I: CHARACTERISTICS OF YOUR INSTITUTION. Please respond to the following questions relating to 
characteristics of your institution and community:
1. What is the approximate total student enrollment at your institution? ________________
2. What is the approximate population of the community in which your institution is located?_____






 other (please specify)___________________________________________________
4. Identify in rani, order the top three donricrnt industrial bases in your city err metropolitan area. fNOTE: *1’indicates








 transportation/communi cations! utilities
 wholesale/retail trade
 other (please specify)___________________________________________________
PART II. CHARACTERISTICS OF YOUR T&D/HRD CERTIFICATE PROGRAM. Please respond to the following 
questions relating to characteristics of your T&D/HRD certificate program:
5. What year was your T&D/HRD certificate program first implemented? ________________________
6. What is the name of the T&D/HRD certificate program you offer?___________________________




 other (please specify)_________________________________________________
8. Indicate the percentage distribution of funding sources for your T&D/HRD program below. INote: Percentage of
combined sources should equal 100%.)
permanent budget line within institution
 fees derived from participants in special courses and training activities
 external grants and contracts
 other (please specify) __________
100K
Please go to next page
135
Indicate unaer which nationai accrediting agency your T&D/HRD program is currently operating, (check ajl that appiy)
 Not accredited by any national accrediting agency
 American Assembly of Collegiate Schools of Business (AACSB)
 .Association of Independent Colleges and Schools (AICS)
 Nationai Collegiate .Association of Teacher Educators (NCATE)
 Other (please specify)__________________________________________ _
10. A. What is the number of full-time students currently enrolled in your certificate program?______________
B. What is the number of part-time students currently enrolled in your certificate program?______________
11. How many Fl'E (full-time equivalent) faculty currently teach T&D/HRD courses?_____________________
12. How many participants completed requirements for your T&D/HRD certificate program during the 89-90 academic
year? ________________________________________________   ________
13. Academic credit options available to your program participants for coursework include: (check all that apply) continuing education units (CEUs)
 credit towaru certificate only
 undergraduate credit
graduate credit
 other (please specify)___________________________________________________
 no academic credit is available
14. Where is the greatest percentage of instruction in your certificate program delivered? (check only one)
 in a regular classroom on your main campus
 in a conference center on your main campus
 at an off-campus location (please specify)________________________________
 other (please specify)____________________________________________
IS. What is the average cost to a student to complete certificate requirements in your program S_
16. Which of the following best describes the focus placed on trainer roles and competencies in your T&D/HRD certificate 
program? (Check only one)
 emphasis is on trainer roles more than trainer competencies
 emphasis is on trainer competencies more than trainer roles
 both trainer roles and trainer competencies are emphasized equally
 other emphasis (please specify) ____________________________________________
17. A. Have any changes been completed or initiated in your T&D/HRD certificate program in the last two years? Include
all changes that have been approved by your administration.
 yes  no
If you responded net to 17.A., proceed to item 18. If your response was 'yes", continue with 17.B.
B. Which of the following changes have been made? (Check gU that apply) 
work experience requirements: increase decrease
credit hour requirements: increase decrease
core course requirements: increase decrease
other (please specify) ' ____________________________
Please go to next page
136: S. A. 3o you anticipate changes in your T&D/HRD certification requirements within the next three years?
If you responded no to 18.A., proceed to item 19. If your response was 'yes', continue with 18.B.
3. Which of the following changes do you anticipate within the next three years? (check all that apply)
work experience requirements:  increase  decrease
credit hour requirements:  increase  decrease
core course requirements:  increase  decrease
other (please specify)_____________________________________________
19. Indicate the total number of college credit hours required by your institution for T&D/HRD certification.
Indiraw whether credit hours reported above are: (check one) quarter. semester, or clock hours.
20. A. Is there a required core of courses in your T&D/HRD certificate program? yes ___ no
If you responded qs to 20.A., proceed to item 21. If yes, continue with 20.B.
B. If yes, how many credit hours are in the required core?_______________________________
Indicate whether credit hours reported above are: (check one) quarter, semester, or clock hours.
C. Place a check mark by gjl courses that are included in the required core of courses (titles may vary slightly).
Adult Learning Theories Occupational Analysis
Computer Applications in Training Organizational Behavior
 Communication Organization Development
Ĉonflict Management Presentation Skills
Ĉustomer Service Training Principles of HRD
JDesign/Management of Training Systems Principles of T&D
_Evaluation in Training Systems Research in T&D/HRD
F̂acilitating Adult Group Processes Sales Training
_Industrial/Organizational Psychology ___Strategic Planning in T&D
_Instructional Design and Development ___ Strategies for Teaching Adults
instructional Media ___ Supervisory Training
Înterpersonal Skills T echnical Training
Internship Wage and Salary Administration
JDssues and Trends in T&D/HRD ___ Other (please specify)______Marketing of T&D/HRD ______________________
_Needs Analysis____________________ ______________________
21. A. Is an internship available for program participants? yes  no
If you responded na to 21.A., proceed to item 22. If yes, continue with 21.B.
B. If an internship is available, is the internship required of program participants?  yes
[Please go to next page
137C. How many credit hours are required :cr me iaterasmo?_________________________________
Indicate whether credit hours reported above are: check one) quarter. semester, or clock hours.
D. Which category best describes the type of internships available? (check ail that apply)
 salaried
im sfllaried
Which of the following components, excluding a required core of courses and an internship, are included in your 
certification requirements? (check aH that apply)
 m in im um  number of credit hours (please specify)_
jnsutimum number of elective credit hours (please spectfy)_
_work experience (please specify)______________
_other (please specify)_____________________
A. Is the certificate awarded to program completers valid for a specific period of time?  yes__
If you responded ng to 23.A., proceed to item 24. If yea, coodnne with 23.B.
B. What is the length of the term for the certificate?___________________ ______
A. Are there provisions for additional coursewotk required for recertification of participants who complete your 
program? yea _
If you responded ng to 24. A., proceed to item 25. If yea, continue with 24.B.
B. If yes, how frequently must they complete additional work? (check only one)
______annually
 every 2 years
 every 3 years
 every 4 years
_every 5 years 
_other (please specify)_
C. How many hours are they required to comp!ete?_
Indicate whether credit hours reported above are: (check one) quarter. semester, or  clock hours.
Are any provisions made for continuing education or professional development other than recertification for participants 
who complete your program? yes  no
If yes, explain. ____ ______________
Briefly describe any innovative course or delivery system atiliwxl in the certification of training professionals in yoor 
T&D/HRD program. _____________________________________
Please go to next page
PART in. FACTORS THAT INFLUENCE THE DEVELOPMENT OF T&D/HRD CERTIFICATE PROGRAM. 
Considering vour own experience in T&D/HRD curriculum cieveiopment in your institution, as 'veil as what you may know or 
other institutions, piease circle your response to the following questions. A scaie of *1* to "5" is used with "I" indicating ’very little extent" to "5" indicating "very great extent."
TO WHAT EXTENT DO EACH OF THE FOLLOWING IMPACT THE DEVELOPMENT OF T&D/HRD 
CERTIFICATE PROGRAMS IN THE UNITED STATES:
27.
very
little little ..... 1 1 some3 great4
very
r̂eat
23. Community relations............................ 3 4 5
29. Interdepartmental support......................... 3 4 5
30. Leadership of institution.......................... 3 4 5
31. Changed work environments........................ 3 4 5
32. Cry of help from employers ........................ 3 4 5
33. Interest of local trainers.......................... ..... 1 2 3 4 5
34. Vision of your institution......................... 3 4 5
35. Increased industry sophistication...................... 3 4 5
36. Increased average age of workforce.................... 3 4 5
37. Recommendation of advisory council................... ..... 1 2 3 4 5
38. Availability of quality instructors ..................... ..... 1 2 3 4 5
39. Changing social structure of workforce ................. ..... 1 2 3 4 5
40. Support of accrediting agency/agencies.................. ..... 1 2 3 4 5
41. Increased emphasis on customer service................. 3 4 5
42. Interest of individual faculty members . ................. 3 4 5
43. Desire to promote competencies of trainers . .............. ..... 1 2 3 4 5
44. Increased importance of environmental issues.............. 3 4 5
45. Involvement of other people in your department............ ..... 1 2 3 4 5
46. Inadequate regulation of the training profession ............ ..... 1 2 3 4 5
47. Attempt to improve quality of academic offerings........... ..... 1 2 3 4 5
48. Increased incidence of multiple and changed careers .......... ..... 1 2 3 4 5
49. Long-range strategic planning within your department ......... ..... 1 2 3 4 5
50. Quality of work environment within your organization......... ..... 1 2 3 5
51. Desire to improve the image of the T&D/HRD profession....... .... 1 2 3 4 5
52. Increase in technologies which can facilitate learning.......... ..... 1 2 3 4 5
53. Career planning and development within your organization...... .... 1 2 3 4 5
54. Efforts made toward fulfillment of mission of university........ .... 1 2 3 4 5
55. National and international reports on unprepared workforce...... .... 1 2 3 4 5
56. Desire to establish credibility for training practitioners......... .... 1 2 3 4 5
57. More knowledge available about human learning and motivation... .... 1 2 3 4 5
58. Increasing responsibilities of current T&D/HRD practitioners..... .... 1 2 3 4 5
59. Availability of adequate and efficient equipment and resources.... .... 1 2 3 4 5
I know you are thinking there are too many items, but you are halfway through Part IQ. Please stick with me and finish.
Thanks!
Please go to next page
TO WHAT EXTENT DO EACH OF THE FOLLOWING IMPACT THE DEVELOPMENT OF T&D/HRD 
CERTIFICATE PROGRAMS IN THE UNITED STATES:
wry very
little little some great great
60. Efforts mskiin toward fulfillment of mission of instructional unit...... 1 2 3 4 5
61. Desire to provide tool for professional growth of local employees.... ... 1 2 3 4 5
62. Accelerated rate of change and mote uncertain business environment .... . , , 1 2 3 4 5
63. Increase in of the service industry relative to the total economy... ... 1 2 3 4 5
64. Increased emphasis on quality of products and services Cram the
workforce .................................... 2. 3 4 5
65. Attempt to provide some standard qualifications of the training
profession .................................... 2 3 4 5
66 . Increased need for business/industry to operate in an international
environment................... ................ 2 3 4 5
67. Increased need for expanded thinking models to organize vast amounts
of information.................................. 2 3 4 5
68. Increased diversity (demographics, values, experience) at all levels of
the workforce.................................. 2 3 4 5
69. Increased expectations for higher levels of judgment and flexibility 
in worker contribution (specifically, for more creativity, risk taking,
adaptation to change, and teamwork)...................... ... 1 2 3 4 5
70. Increase in number of teachers seeking jobs in industry as opposed to
educational institutions............................. 2 3 4 5
71. Desire to make distinctions between T&D/HRD practitioners who are
qualified and those who are not........................ 2 3 4 5
72. Increased profit pressure in private sector, and budget pressure in
public and non-profit sectors.......................... 2 3 4 5
73. Globalization of business: increased and expanded international
markets, joint ventures, overseas ownerships, and competition...... -- 1 2 3 4 5
74. Changed emphasis in organizations from loyalty to merit.
accountability, performance and relevant skills............... __ 1 2 3 4 5
75. Increased pressure and capacity to measure workforce productivity,
performance, cost-effectiveness, and efficiency............... 2 3 4 5
76. Increased pressure to demonstrate the value, impact, quality, and
practicality of training services......................... 2 3 4 5
77. Increased use of systems approaches that integrate training systems
and technology in the workplace........................ 2 3 4 S
78. Increased sophistication and variety of tools, technologies, methods.
theories and choices in T&D/HRD...................... 2 3 4 5
79. Increased need for commitment, meaningful work and participation on
the job by a larger proportion of the workforce . .............. 2 3 4 5
80. Increased use of flatter, more flexible organization designs; smaller,
self-contained work groups; and reduced staff................ 2 3 4 5
139
Thank you for taking your time to complete this survey. 
Please return completed form in the postage-paid envelope 
provided to:
Cynthia H. Gaudet 
909 Dulles Drive 
Lafayette, LA 70506
I f you would like a copy of the results of this study, please 







School ot Vocational Education  
College o f A gricu lture
L o u i s i a n a  S t a t e  U n i v e r s i t y  a n d  a o r i l : l t l -r a l  a n d  m e c h a n i c a l  c o l l e g e
B A TO N  R O U G E  • L O U ISIA N A  - 70803-5477






Your certificate program has been selected for study in a 
research project being conducted at Louisiana State University. 
This research is designed to: (l) describe U. S. training and
development (T&D) certificate programs; and (2) determine factors 
which influence the development of T&D certificate programs.
Input from certificate program administrators, like yourself, is 
critical in our attempt to determine the status of American T&D 
certificate programs. If you do not presently serve in an 
administrative capacity at your institution, please forward this 
questionnaire to the appropriate person. You will not be 
identified in the report of the study or in presentations of the 
results.
Your response is important to the success of this project, and we 
hope you will help us and training and development by taking the 
time to complete and return the enclosed questionnaire. We 
realize that Part III is a very long section; however, each of 
the items have the potential to impact our field, and we value 
your expertise.
A self-addressed, stamped envelope is provided for your use in 
returning the enclosed questionnaire. Please complete and return 
the questionnaire by May 15, 1991.
Thank you for your cooperation and help. If you have any 
questions, you can reach us at (318) 231-6655.
Sincerely,
Cynthia H. Gaudet Joe W. Kotrlik
Assistant Professor Associate Professor
University of Southwestern Louisiana Louisiana State University
Enclosure (1)
Extension and  fnterruiftonflJ Education •  Industrial Education •  Ayn'cultura/ Education 
Home Economics Education •  Business Education •  Comprehensiiv Vocational Education
_   _ School o f Vocational Education
— College o f A gricu lture
~ ~  _  L o u i s i a n a  S t a t e  U n i v e r s i t y  A N D  A G R IC U L TU R A L  .AND M E C H A N IC A L  C O L L E G E
B A TO N  R O U G E  • L O U ISIA N A  • 70803-54:7







On May 3, we wrote and asked you to respond to a questionnaire 
about your training and development certificate program. As of 
today, we have not received your response.
This project is designed to describe U. S. training and 
development certificate programs and to determine factors that 
influence their development. The questionnaire was reviewed by 
the Executive Committee of ASTD's HRD Professors Network, and 
their input was incorporated into the final draft.
If you have not returned the questionnaire in the past two days, 
please take a few minutes today to complete and return it. Your 
response is critical to the success of this project.
The enclosed, self-addressed, stamped envelope is provided for 
your use in returning the questionnaire. Please complete and 
return the questionnaire by May 27, 1991. If you have questions, 
please call us at (318) 231-6655.
Sincerely,
Cynthia H. Gaudet 
Assistant Professor
University of Southwestern Louisiana




Extension ami International Education •  Industrial Education •  Agricultural Education 
H om e  EccmiwiVs Education •  Business Education •  Comprehensive Vocational Education
Dear 5~:
Last week we sent you a questionnaire asking for 
information relating to your T&D/HRD certificate 
program. If you have returned the questionnaire,
please accept our thanks!
If not, please take a few minutes now to complete 
and return it in the postage-paid envelope. Your 
response is vitally important to the success of our 
study.
Dear 5~:
Last week we sent you a questionnaire asking for 
information relating to your T&D/HRD certificate 
program. If you have returned the questionnaire,
please accept our thanks!
If not, please take a few minutes now to complete 
and return it in the postage-paid envelope. Your 
response is vitally important to the success of our 
stvuly.
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PC EXTRACTED 15 FACTORS.
FACTOR MATRIX:


























FACT6 8 .58740 -.58774
FACT71 .50390 .55776
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FACT65 1 .0 0 0 0 0 * 39 .0 0 0 0 0 .0 1 0 0 .0
FACT66 1 .0 0 0 0 0 * 40 .0 0 0 0 0 .0 1 0 0 .0
FACT67 1 .0 0 0 0 0 * 41 .0 0 0 0 0 .0 1 0 0 .0
FACT68 1 .0 0 0 0 0 * 42 .0 0 0 0 0 .0 1 0 0 .0
FACT69 1 .0 0 0 0 0 * 43 .0 0 0 0 0 .0 1 0 0 .0
FACT70 1 .0 0 0 0 0 * 44 .0 0 0 0 0 .0 1 0 0 .0
FACT71 1 .0 0 0 0 0 * 45 .0 0 0 0 0 .0 1 0 0 .0
FACT72 1 .0 0 0 0 0 ★ 46 .0 0 0 0 0 .0 1 0 0 .0
FACT73 1 .0 0 0 0 0 * 47 .0 0 0 0 0 .0 1 0 0 .0
FACT74 1 .0 0 0 0 0 * 48 .0 0 0 0 0 .0 1 0 0 .0
FACT75 1 .0 0 0 0 0 * 49 .0 0 0 0 0 .0 1 0 0 .0
FACT76 1 .0 0 0 0 0 * 50 .0 0 0 0 0 .0 1 0 0 .0
FACT77 1 .0 0 0 0 0 * 51 .0 0 0 0 0 .0 1 0 0 .0
FACT78 1 .0 0 0 0 0 * 52 .0 0 0 0 0 .0 1 0 0 .0
FACT79 1 .0 0 0 0 0 * 53 .0 0 0 0 0 .0 1 0 0 .0













02-Jul-91 CYNDI GAUDET STUDY OF T&D CERTIFICATE PROGRAMS
16:01:50 LOUISIANA STATE UNIVERSITY IBM 3090-600E MVS/SP 3.1.3
. . . . . . . . . . . . . . . . . . . . . . . .  F A C T O R  A N A L Y S I S
ANALYSIS NUMBER 1 REPLACEMENT OF MISSING VALUES WITH THE MEAN 
EXTRACTION 1 FOR ANALYSIS 1, PRINCIPAL-COMPONENTS ANALYSIS (PC)
>Warning #  11283
>Negative eigenvalues have been found and the matrix is not positive definite. 
>This may be due to pairwise deletion of missing values. Negative eigenvalues 
>are replaced with 0 .
INITIAL STATISTICS:
VARIABLE COMMUNALITY *He FACTOR EIGENVALUE PCT OF VAR CUM PCT
FACT27 1 .0 0 0 0 0 * 1 12.87949 23.9 23.9
FACT28 1 .0 0 0 0 0 * 2 5.54860 10.3 34.1
FACT29 1 .0 0 0 0 0 * 3 4.00368 7.4 41.5
FACT30 1 .0 0 0 0 0 * 4 3.70883 6.9 48.4
FACT31 1 .0 0 0 0 0 * 5 3.37698 6.3 54.7
FACT32 1 .0 0 0 0 0 * 6 2.71791 5.0 59.7
FACT33 1 .0 0 0 0 0 * 7 2.42139 4.5 64.2
FACT34 1 .0 0 0 0 0 * 8 2.13942 4.0 6 8 .1
FACT35 1 .0 0 0 0 0 * 9 1.93963 3.6 71.7
FACT36 1 .0 0 0 0 0 it 10 1.77241 3.3 75.0
FACT37 1 .0 0 0 0 0 * 11 1.62965 3.0 78.0
FACT38 1 .0 0 0 0 0 * 12 1.48242 2.7 80.8
FACT39 1 .0 0 0 0 0 * 13 1.40843 2 . 6 83.4
FACT40 1 .0 0 0 0 0 * 14 1.08890 2 .0 85.4
FACT41 1 .0 0 0 0 0 * 15 1.02567 1.9 87.3
FACT42 1 .0 0 0 0 0 * 16 .94936 1 .8 89.1
FACT43 1 .0 0 0 0 0 * 17 .91459 1.7 90.8
FACT44 1 .0 0 0 0 0 * 18 .76565 1.4 92.2
FACT45 1 .0 0 0 0 0 * 19 .72874 1.3 93.5
FACT46 1 .0 0 0 0 0 * 20 .71700 1.3 94.8
FACT47 1 .0 0 0 0 0 * 21 .52780 1.0 95.8
FACT48 1 .0 0 0 0 0 * 22 .46935 .9 96.7
FACT49 1 .0 0 0 0 0 * 23 .33998 .6 97.3
FACT50 1 .0 0 0 0 0 * 24 .29299 .5 97.9
FACT51 1 .0 0 0 0 0 * 25 .25526 .5 98.3
FACT52 1.00000 * 26 .21922 .4 98.7
FACT53 1 .0 0 0 0 0 * 27 .19478 .4 99.1
FACT54 1 .0 0 0 0 0 * 28 .17351 .3 99.4
FACT55 1 .0 0 0 0 0 * 29 .15222 .3 99.7
FACT56 1 .0 0 0 0 0 * 30 .09047 .2 99.9
FACT57 1 .0 0 0 0 0 * 31 .06565 .1 1 0 0 .0
FACT58 1 .0 0 0 0 0 * 32 .00000 .0 1 0 0 .0
FACT59 1 .0 0 0 0 0 * 33 .00000 .0 1 0 0 .0
FACT60 1 .0 0 0 0 0 * 34 .00000 .0 1 0 0 .0
FACT61 1 .0 0 0 0 0 * 35 .00000 .0 1 0 0 .0
FACT62 1 .0 0 0 0 0 h 36 .00000 .0 1 0 0 .0
FACT63 1 .0 0 0 0 0 * 37 .00000 .0 1 0 0 .0











































VARIABLE COMMUNALITY * FACTOR EIGENVALUE PCT OF VAR CUM PCT
FACT27 .84601 * 1 12.87949 23.9 23.9
FACT28 .86087 * 2 5.54860 10.3 34.1
FACT29 .94952 * 3 4.00368 7.4 41.5
FACT30 .80814 * 4 3.70883 6.9 48.4
FACT31 .89326 * 5 3.37698 6.3 54.7
FACT32 .90118 * 6 2.71791 5.0 59.7
FACT33 .87096 * 7 2.42139 4.5 64.2
FACT34 .91786 * 8 2.13942 4.0 6 8 .1
FACT35 .87663 * 9 1.93963 3.6 71.7
FACTOR 15
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FACTOR 9 FACTOR 10 FACTOR 11 FACTOR 12
.44133
.90892




















































































FACTOR TRANSFORMATION MATRIX •
FACTOR 1 FACTOR 2
FACTOR 1 .53242 .47114
FACTOR 2 .71644 -.51957
FACTOR 3 -.09016 .16437
FACTOR 4 -.12788 .09450
FACTOR 5 -.03938 -.18646
FACTOR 6 -.13543 -.31414
FACTOR 7 -.18547 -.26976
FACTOR 8 -.12483 -.28792
FACTOR 9 -.15415 -.11107
FACTOR 10 -.02175 -.03999
FACTOR 11 -.20651 -.02285
FACTOR 12 .07906 -.07416
FACTOR 13 -.08747 .28867
FACTOR 14 .08061 .28206
FACTOR 15 .14700 -.01286
FACTOR 9 FACTOR 10
FACTOR 1 .12969 .07628
FACTOR 2 .03816 .00781
FACTOR 3 .16543 -.01687
FACTOR 4 -.17176 .49916
FACTOR 5 .41488 .06198
FACTOR 6 -.38637 -.02259
FACTOR 7 .48695 .23158
FACTOR 8 -.05898 .40865
FACTOR 9 .17472 -.19606
FACTOR 10 -.41763 -.01128
FACTOR 11 .15348 -.36848
FACTOR 12 -.29087 .20060
FACTOR 13 .08362 .46573
FACTOR 14 -.06685 -.13652






FACTOR 5 FACTOR 6 FACTOR 7 FACTOR
.31770 .15281 .27201 .2196
-.20775 .25991 .07714 -.1208
-.19474 .40659. -.00715 -.1671
.10770 .53456 -.11286 -.3691
.16516 -.02602 -.31199 .3319
.52576 .07248 .16105 -.1247
-.12794 .20929 -.12738 .0871
-.05175 -.10618 .49006 .4323
-.08707 -.12570 .30525 -.2818
-.60269 .05046 .08502 .1148
-.06948 .36712 .15924 .0506
-.00464 -.04047 -.56142 .2191
-.18761 -.06411 .23710 .0544
-.25498 -.01708 -.16628 .1235
-.08803 -.48770 -.05286 -.5396

















02-Jul-91 CYNDI GAUDET STUDY OF T&D CERTIFICATE PROGRAMS
16:01:50 LOUISIANA STATE UNIVERSITY IBM 3090-600E MVS/SP 3.1.3
............................................  F A C T O R  A N A L Y S I S  - •
ANALYSIS NUMBER 1 REPLACEMENT OF MISSING VALUES WITH THE MEAN 
EXTRACTION 1 FOR ANALYSIS 1, PRINCIPAL-COMPONENTS ANALYSIS (PC)
>Warning # 11283
>Negative eigenvalues have been found and the matrix is not positive definite. 
>This may be due to pairwise deletion of missing values. Negative eigenvalues 
>are replaced with 0 .
INITIAL STATISTICS:
VARIABLE COMMUNAL ITY ★
It
FACTOR EIGENVALUE PCT OF VAR CUM PCT
FACT27 1 .0 0 0 0 0 * 1 12.87949 23.9 23.9
FACT28 1 .0 0 0 0 0 it 2 5.54860 10.3 34.1
FACT29 1 .0 0 0 0 0 * 3 4.00368 7.4 41.5
FACT30 1 .0 0 0 0 0 * 4 3.70883 6.9 48.4
FACT31 1 .0 0 0 0 0 * 5 3.37698 6.3 54.7
FACT32 1 .0 0 0 0 0 * 6 2.71791 5.0 59.7
FACT33 1 .0 0 0 0 0 * 7 2.42139 4.5 64.2
FACT34 1 .0 0 0 0 0 ■k 8 2.13942 4.0 6 8 .1
FACT35 1 .0 0 0 0 0 * 9 1.93963 3.6 71.7
FACT36 1 .0 0 0 0 0 * 10 1.77241 3.3 75.0
FACT37 1 .0 0 0 0 0 It 11 1.62965 3.0 78.0
FACT38 1 .0 0 0 0 0 * 12 1.48242 2.7 80.8
FACT39 1 .0 0 0 0 0 * 13 1.40843 2 .6 83.4
FACT40 1 .0 0 0 0 0 * 14 1.08890 2 .0 85.4
FACT41 1 .0 0 0 0 0 * 15 1.02567 1.9 87.3
FACT42 1 .0 0 0 0 0 * 16 .94936 1 .8 89.1
FACT43 1 .0 0 0 0 0 tr 17 .91459 1.7 90.8
FACT44 1 .0 0 0 0 0 * 18 .76565 1.4
FACT45 1 .0 0 0 0 0 * 19 .72874 1.3
FACT46 1 .0 0 0 0 0 * 20 .71700 1.3
FACT47 1 .0 0 0 0 0 * 21 .52780 1 .0
FACT48 1 .0 0 0 0 0 * 22 .46935 .9
FACT49 1 .0 0 0 0 0 * 23 .33998 .6
FACT50 1 .0 0 0 0 0 * 24 .29299 .5
FACT51 1 .0 0 0 0 0 * 25 .25526 .5
FACT52 1 .0 0 0 0 0 * 26 .21922 .4
FACT53 1 .0 0 0 0 0 * 27 .19478 .4
FACT54 1 .0 0 0 0 0 * 28 .17351 .3
FACT55 1 .0 0 0 0 0 * 29 .15222 .3
FACT56 1 .0 0 0 0 0 * 30 .09047 .2
FACT57 1 .0 0 0 0 0 * 31 .06565 .1
FACT58 1 .0 0 0 0 0 * 32 .0 0 0 0 0 .0
FACT59 1 .0 0 0 0 0 * 33 .0 0 0 0 0 .0
FACT60 1 .0 0 0 0 0 * 34 .0 0 0 0 0 .0
FACT61 1 .0 0 0 0 0 * 35 .0 0 0 0 0 .0
FACT62 1 .0 0 0 0 0 * 36 .0 0 0 0 0 .0
FACT63 1 .0 0 0 0 0 * 37 .0 0 0 0 0 .0
FACT64 1 .0 0 0 0 0 * 38 .0 0 0 0 0 .0
FACT65 1 .0 0 0 0 0 * 39 .0 0 0 0 0 .0
FACT66 1 .0 0 0 0 0 * 40 .0 0 0 0 0 .0


























FACT68 1 .0 0 0 0 0 * 42 .0 0 0 0 0 .0
FACT69 1 .0 0 0 0 0 * 43 .0 0 0 0 0 .0
FACT70 1 .0 0 0 0 0 * 44 .0 0 0 0 0 .0
FACT71 1 .0 0 0 0 0 * 45 .0 0 0 0 0 .0
FACT72 1 .0 0 0 0 0 * 46 .0 0 0 0 0 .0
FACT73 1 .0 0 0 0 0 * 47 .0 0 0 0 0 .0
FACT74 1 .0 0 0 0 0 * 48 .0 0 0 0 0 .0
FACT75 1 .0 0 0 0 0 * 49 .0 0 0 0 0 .0
FACT76 1 .0 0 0 0 0 * 50 .0 0 0 0 0 .0
FACT 77 1 .0 0 0 0 0 * 51 .00000 .0
FACT78 1 .0 0 0 0 0 * 52 .0 0 0 0 0 .0
FACT79 1 .0 0 0 0 0 * 53 .0 0 0 0 0 .0



































1.940 + * *
1.630 + * *
1.408 + * *
1.089 + *
.915 + * * *
.717 + * * *
.293 + * * * *
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FACTOR 6 -.38637 -.02259 -.42543 -.15444
FACTOR 7 .48695 .23158 -.18278 -.12718
FACTOR 8 -.05898 .40865 .28202 .12190
FACTOR 9 .17472 -.19606 -.13915 .69954
FACTOR 10 -.41763 -.01128 -.01738 -.03893
FACTOR 11 .15348 -.36848 -.16956 -.33088
FACTOR 12 -.29087 .20060 -.00159 .07504
FACTOR 13 .08362 .46573 -.53738 -.19889
FACTOR 14 -.06685 -.13652 -.47704 .29360












FACTOR 1 FACTOR 2 FACTOR 3 FACTOR 4
FACTOR 1 .53242 .47114 .40477 .23168
FACTOR 2 .71644 -.51957 -.21722 -.09707
FACTOR 3 -.09016 .16437 -.38747 .63891
FACTOR 4 -.12788 .09450 .11543 -.26923
FACTOR 5 -.03938 -.18646 -.15091 .21538
FACTOR 6 -.13543 -.31414 .01203 .42957
FACTOR 7 -.18547 -.26976 .44835 .08724
FACTOR 8 -.12483 -.28792 -.04215 -.00977
FACTOR 9 -.15415 -.11107 .13746 .17325
FACTOR 10 -.02175 -.03999 .36480 .29260
FACTOR 11 -.20651 -.02285 .22899 -.21238
FACTOR 12 .07906 -.07416 .14889 .17176
FACTOR 13 -.08747 .28867 -.33600 -.01889
FACTOR 14 .08061 .28206 -.07155 .01084
FACTOR 15 .14700 -.01286 .23498 .16392
FACTOR 9 FACTOR 10 FACTOR 11 FACTOR 12
FACTOR 1 .12969 .07628 .0 2 2 1 2 .05893
FACTOR 2 .03816 .00781 -.15220 .01055
FACTOR 3 .16543 -.01687 .31644 -.08679
FACTOR 4 -.17176 .49916 .03668 .31001
FACTOR 5 .41488 .06198 -.12420 .21174
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